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CHAPTER I

ORIENTATION TO THE PROBLEM

1.1. INTRODUCTION

The title of this monograph implies what is contained
therein, namely, a socio-pedagogic description of the fac-
tors which influence the quality of a didactic situation in
urban and rural African schools in Natal. The title does not

" aily imply a theoretical description and evaluation of rele-
vant facts and theories, but specific reference to the
practice of teaching - the practical classroom situation as

educational situation.

The title thus contains key concepts (underlined above)
which make it imperative 'to give definitive statements of
these concepts in order to place the ressarch at hand in

proper perspective.

e

e

l.2. ANALYSIS OF THE THEME AND ITS IMPLICATIONS

1.2.1. The concept "Socio-pedagogics”

It is necessary “to clarify this concept because it is
basic to an understanding of the problem under consideration.
Social pedagogics is that sub discipline of pedagogics which
is especially directed towards the education of man to fulfil
‘his task in society and the state. The word "socio-~pedago-
gics" is derived from the Latin socius (= society) and the
Greek pedos (= child) and agein (= direction, guidance).
Socio-pedagogics is thus that branch of pedagogics that
concerns itself with society's share in leading the child
towards adulthood (cf. Pistorius, 1971). Since a society
consists of a large number of families, the family provides
the first educatiocnal experience of the child. The study
of home and family background enables us to understand that



school education for Africans of the various ethnic groups

in South Africa is tied up heavily with their social devel-

Ocne of the terms of reference of the Commission on

opment.
Native Education (1949 - 1951) reads as follows:

"The formulation of the principles and aims of
education for Natives as an independent race,

in which the past and present, their inherent
racial qualities, their distinctive characte-
ristics and aptitude, and their needs under

ever changing social conditions are taken into
consideration” (Biselen Report: 1949 - 51, p. 7).

In chapters 2, 3 and 4 of this report the Commissioners
give a detailed description of the cultural, social and
economic situation to be considered in the structuring and
re-organisation of a system of Bantu education.

As a bacﬁground to this study, paragréph 759 of the

Eiselen Report is very appropriate. It states:

"The relatively simple social organisation of the
South African Bantu has, in a limited space of
time, undergone two major changes. In the
first place, the subjection of the Bantu to

the European political and economic control

has niade the smooth functidning of the

original social institutions, such as the
family and the tribe a matter of increasing
difficulty. At the same time informal social
education given by these institutions has been .
sharply challenged by what the young Bantu see
of the practices in similar institutions among
Europeans. In the second place, schools of a
western type have been introduced, schools
which are concerned primarily not with rein-
forcing or being reinforced by the other

social institutions of Bantu society, but

more largely with the transmission of ideas,
values, attitudes and skills which have not
been developed in Bantu society itself and

are often not in harmony with its institutions."

This paragraph above has been quoted in fair detail be-~
cause it emphasises that any consideration of pedagogical
factors which affect the quality of learning in African
schools cannot be separated from a consideration of social
conditions. In fact the Commissioners of the 1949 - 51
report say:



*T+ is evident, therefore, that Bantu development C}J
and Bantu education must largely be synonymous
terms". (Eiselen Report: p. 130; par. 764}).

It is for this reason that the word "Socio-pedagogics”
is chosen to form the background of our description of the
factors we are investigating. Tt is also for this reason
that a brief description of social and economic conditions

on the macroscopic level are described in paragraph 3.2 of
this research. The interpretation of data from the empirical
study presented in chapter 5 may tend to be more heavily based
on sociological than pedagogical considerations. This, in
fact, is one of the main aims of this investigation, namely,
to reveal that some factors (mainly socioleogical} influence
the quality of a didactic situation in African schools.

However, the purely pedagogical aspect is not lost sight
of . The view which supports a strong emphasis on social fac-
. tors as bases for educational practice is expressed by The
Native Economic Commission (U.G. 22/1932, par. 27) when it
. states:

"It is necessary to point cut, however, that for

the regenération of a primitive people, there are
educational needs which precede ordinary school
education. European education is based on a
civilised environment:; for a great proportion of
the native people this civilised environment has
still to be created. It is an educational task,
but it is not 'solely the task of the ordinary
school, although the school can in a measure assist
in carrying it ocut."

After setting forth the aims of Bantu Education in
Par. 765 the Commissiocners, under the chair,.anship of
W.M.M. Eiselen, conclude the section by attempting to recon-
cile the social and the pedagogical aspects of education in
the following words:

"To harmonise the individual and social viewpoints
as stated above, it is essential to consider the
language of the pupils, their home conditions,
their social and mental environment, their cultu-
ral traits and their future position and work in
Socuth Africa.”



It was necessary to emphasise the social aspect of

education as supported by the Eiselen Commission in order Co
to justify the socio-pedagogic appreoach in this study.
However, to produce a clearer picture, mention must be made
of a reaction by one of the Commissioners of the 1949 - 51
Commission, namely Prof. A.H. Murray who emphasised in par.
169 that:
“"The conception that education has a "social purpose”
and that its function is to preserve and propagate
the group's culture conflicts with the Christian
standpoint that man is an end in himself and his

social institutions merely means to aid him in a
better life.”

Prof. Murray then argued that the psychology that was
accepted as the foundation for theories about "the social
purpose of education" was based on an erronecus interpretation
of, and a confused tradition arising from the Aristotelian
doctrine of man as a political animal and social creature.

The following sentence is quoted because it seems to
establish the concept of socio-pedagogics (as applied in this
study) very clearly:

"Education is concerned with man, and only in an

applied sense with society ... His education is
essentially the development of his own potentiali-
ties, through his own faculties as well as under

the stimulus of his physical and social environ-

ment."” (Eiselen Commission Report: 1949 - 51. p. 170).

l.2.2. The concept - "didactic situation".

_ The word didactic is derived from a Greek word didaskein
which means, to give instruction or to teach. Different de-
rivations have been made from the original word to explain
the participation of man in the activities of teaching. Words
like didaskalos (teacher), didaskalia (vocation of teaching),

didache (a person who engages in teaching) (Vvan der Stoep:
1973, p. 1) have been derived from the same root.

.

Didactics includes the theory as well as the art or skill
of teaching. In the scientific context didactics may be



described as a theory of what teaching entails: what condizld
tions are valid for the progress of teaching events, the
general principles to be considered in teaching: the methaods
vhich may be relevant in the practice of teaching: what is
understook by learning activity and learning intention: what
the subject matter of tuition is; in what way the subject
matter may be arranged; what the concept "school" really in-
volves: the role played by the school as an institution in
the life of a child; which aspects may be considered by the
teacher to enable him to work orthodidactically, i.e. reme-
"dially and correctively in his classroom. (Van der Stoep:

1973; p. 1).

P.A. Duminy -(1969, pp. 4 - 12) says a didactic situation
is formed by the pupil, the teacher and the subject matter.
The central jdea in a didactic situation is that the teacher
should mediate between the pupil and the subject matter, en-
able the child to conquer it and maKe it his own. In this
way, a learning pupil, an assisting teacher and the subject
matter jointly determine the quality of a didactic situation
which is creatéd in order to stimulate and encourage learning.
The teacher sé?écts the subject matter, considers the pupils'
developmental level and needs, and makes use of the informa-
" tion about the learning procéss and environmental possibili-

ties.

™~

The pedagogic basis of a didactic situation rests on the
recognition of the fact that the pupil is on his way to adult-
hood. Therefore, whatever action is taken in a didactic si-
tuation must be concerned with the process of moulding the
personality of the growing child.

The presentation of the subject matter becomes meaning-
ful, and thus becomes pedagogical, only when it coincides
with the needs and interests of the child and assists him to
understand the world arocund him. The child's entry into the
school is coupled with fear and hesitation which depends on

the home environment. An overprotected child misses this



protection at school and begins to feel insecure. An unpro- ¢
tected child also feels insecure and is terrified by the new
experience. Thus, the structure of the school environment
plays an important role in the relations between the pupils

on the one hand and the subject matter on the other hand.

Tf a child cannot fit what he learns into his own world of
experiences he usually comes out of the impasse by rote
mémorisation of the subject matter or an escape into an in-
different attitude and carelessness with regard to the teacher
and the subject matter. A didactic situation must have a pe-
'dagogic basis and an aim. The pupil, the teacher and the sub-
ject matter, the method of procedure in presenting this mat-
ter, and the school environment are the components which must
be brought into harmoniocus relationship in order to achieve

an educational aim.

1.2.3. The concept “"quality"

Quality means a degree of excellence. The standard test
of quality in education is the gffect that formal education
has on pupils. ;it would be impossible to determine this
effect because égis would require more than a lifetime of
study, but mainly because there are a number of factors which
have a bearing on the development of a human being other than
‘school education. Thus, it must be understood that when we
deal with factors singly and as simply as the information at
our disposal permits, it is always within the understood con-~
text of a reality in which they are complex and interacting.
J.L. Mursell (1954, p. 1) sets out what he calls the crite-
rion of successful teaching as: "...that which brings about
effective learning, that is, results. By what kind of results
should successful teaching be judged? He asks and answers:
"Results which last and that the learner can and does actually
use in life. No teaching can be considered truly effective
if its results quickly vanish however impressive its immediate
effects." Results should be those which the learner can and
does use freely, flexibly and confidently in his life. There-
fore, results which do not enter into the parsonality nf the




learner or shape his mental development, or affect his thinking
or influence his actions may properly be called spurious. 1In
mathematics, for example, pupils must grasp the method of
thinking and analysis with their endless implications. His-

tory must convey a sense of the sweep and current bearing of
the past. Science must yield an understanding of how expla-
nations are elaborated and controlled by objective analysis.

In other words, the quality of a didactic situation re-
fers to teacher effectiveness. The American Educational
.Research Association suggested what it calls "A Hierarchy
of Criteria According to Ultimacy" (Gage: 1965, p. 17) as
follows:

Teachers' effect on pupils' achievement and success
in life.

Teachers' effect on pupils' subsequent schooling.
Teachers' effect on pupils'jzchievement ©f current
educational objectives.

Teachers' effect on pupils' satisfaction with the
‘l:eac:he:;'..~

By teache?meffectiveness is, therefore, meant the teacher's
effect on the realisation of some values which usually take
" the form of some educational objective defined in terms. of
some desired pupil behaviours, abilities, habits or charac-
teristics. The terms "pupil gain" and "pupil growth" are used
to refer to this kind of ultimate criterion.

Mitzel (1957, p. 5) identified four types of variables
or "classifications" of information which he deemed necessary
concerns of "any investigator who seeks fundamental knowledge
in general area that is frequently called teacher effective-

ness".

TYPE 1 variable refers to human characteristics on which

teachers differ and which. it can be hypothesised account in

part for differences in teacher effectiveness.

TYPE II variable refers to contingency factors which




modify the whole complex of behaviours that enter into the

educational process. )

TYPE III variable refers to classroom behaviours of

teachers and pupils. -

TYPE IV variable refers to criteria or standards, con-
sisting of "intermediate educational goals", i.e. the mea-
surable ocutcome at the end of a period of instruction as dis-
tinguished from the ultimate criterion which might be phrased

_'a better world in which to live'.

, In connection with this classification, Mitzel, (1957,
p- 1) has this to say (I quote this and underline it because

it is the basis of the present investigation):

"Tn such a scheme, teacher variable and pupil wvariable
are direct determinants of teacher behaviour and
upil behaviour RESPECTIVELY. Environmental varia-
bles indirectly influence both teacher and pupil
behaviours. In the view presented here, the com-
plex of pupil-teacher interactions in the classroom
is the primary source to which one must leook to
account for growth'.

’:-.,-.'

1.2.4. The concepts "urban and rural African schools"

In order to grasp the idea of urban and rural schools in

general, it is necessary to refer to The World Year Book of
Education, 1970 which discusses the problem of education in
cities; and The World Year Book of Education, 1974, which

discusses education and rural development.

Brian Holmes (1970, p. 19) contributes an article in the
1970 Year Bock in which he discusses the concept of urbanisa-
tion. This concept is a complex and a confusing one. It
overlaps considerably with the processes of industrialisation
and modernisation and is sometimes used as a synonym for them.
The basic indicators of urbanism are population density, a
settlement in a given location of more than a certain number
of people. Little consensus has existed on the degree of
density or the size of the population cluster which makes an



urban centre. Denmark defines an urban centre as a;ﬁppulation

of 250. Korea puts it at 40 000. The International”Urban

Research Centre (1959) defines an urban centre as consisting
of a population of at least 50 00O people living in a terri-
tory comprising a central city and adjacent areas with an
econcmic relationship to the centre and predominantly en-

gaged in non-agricultural employment.

The population of a city is extremely diverse economi-
cally, socially, ideclogically and very often racially and
. religiocusly, This characteristic heterogeneity and the mu-
tual dependence and interaction of the several populations
" comprising an urban centre, is most germane to the educator.
They point to the existence of an urban culture and the pe-
culiarity and the educational importance of the experience
of living in it. The .pupil population of urban schools poses
new problems, not only because of numbers, but also of their

backgrounds, aspirations and competencies.

Philip Foster and James R. Sheffield (The World Year
Book of Education, 1974, p. 4) argue that it makes little
sense to talgfof clearly defined urban and rural sectors

without recogn}sing that there is an extensive shadow land
between them within which people and resources actively move.
In fact, rural and urban development is essentially inter-
twined. The boundaries between town and country are rela-
tively fluid with a constant pattern of migration between
city and countryside. Under such conditions it is not very
useful to talk of clearly separable urban and rural educa-
tional enterprises. '

Turning back to the idea of urban and rural African

schools in Natal, we also find that the Zulu speaking Africans
{(with whom we are dealing in the present research) who re-
side in the province of Natal, can be roughly divided into
urban and rural dwellers. BA century or more ago, South
Africa consisted of rural peoples with diverse cultural
backgrounds and a subsistence level economy. The discovery
of diamonds and gold injected a large scale industry into the



economy and accelerated urban growth. In Natal, Durban is
the main industrial city and is situated on %Eg eastern
du

seaboard of South Africa (World Year Book of cation,

1974, p. 79). In 1970, greater Durban had an estimated
population consisting of 280 000 whites, 310 000 Indians,
400 000 Africans and 41 000 Coloureds (World Year Book of
Education, 1970, p. 40). These people with diverse back-
, érbunéé and value systems are catered for by educational
systems under different authorities (R.M. Ruperti: 1973,

_pp. 57 - 66).

Urban African schools, therefore, refer to schools which
cater for the children of the African population who reside
in and arcund the major centres. Rural African schools are
those that are situated in rural areas, a good distance

away from a city.

A further descriptidn of this idea will be given under
a paragraph dealing with “the area covered in the empirical
study”.

LY
'I"

1.3. STATEMENT OF THE PROBLEM

The phénomenal increase in the numbers of African pupils
attending school in the Republic of South Africa shows the
importance that the African people attach to education. With
the increase in the number of pupils, there was also a notable
increase in the number of schools and teachers. This trend
can be shown by comparing the following figures covering a
"period of almost twenty years (Department of Bantu Educaticn,
Annual Report, 1974, p. 133):




TABIE I : NUMBER OF AFRICAN SCHOOLS, TEACHERS, AND PUPIIS

IN THE REPUBLIC OF SCUTH AFRICA

5

: PERCENTAGE
TEACHER-PUPILJOF POPUIA-
vEAR | scBoOIS | TEACHERS PUPILS | .00 TION AT
SCHOOL
1955 | 5 801 | 21 972 1 013 910 1:46 9,76
1965 | 8 810 | 34 o42 1 957 836 1:57 14,12
1974 | 11 947 | 62 879 3 513 975 1:55 19,80

The trend stands out clearly. The number of schools doubled.
The number of teachers and pupils trebled over the same
period. The teacher pupil ratio reached a maximum in 1965,
but is still high in 1974, one teacher for every 55 pupils.
In chapter 3 further reference will be made to this important
issue of teacher-pupil ratio. . From these figures it can be
deduced that_;he increase in gquantity is very satisfactory
indeed. »

.
"t

The main problem in African education, however, lies in
the area of gquality. Donald G. Burns (1965, p. 9) emphasises
the problem of quality as follows:

™

"In schools, such education as the pupils receive is
too often the very negation of what is desirable for
promoting intellectual development. His needs for
physical and mental activity are repressed since this
is the only way in which teachers can handle over-
large classes. Learning is regarded as getting the
right answers through mechanical drill, not as finding
out something by one's effort." p

E.P. Ndaba (1968, p. 157) quoting Prof. Duminy, remarks
that traditional methods are predominantly used in our post-
primary schools. The position is equally bad, if not worse
in the primary schools where the foundation ought to be laid
properly.

Butler (1954, p. 324) states that a negative physical ~
and social environment seriously affects the realisation of

the purpose of learning. Cvercrowding, understaffing, the



low level of teachers' qualifications, poor ventilation,
and so on, are some of the factors which militate against

the application of the didactic principles of activity and
individualisation. If these principles(ﬁﬁe negated, the
individual cannot be helped effectively to actualise his
 personal and social potentialities which cught to be im-

portant aims of education.

The high drop-out rate (as will be described briefly

in chapter 3) suggests that there must be a problem of quality
- somewhere. The low percentage passes at Form IIT {previously
called Junior Certificate) and Senior Certificate levels also
indicate a problem of quality (Annual Report: 1974, p. 134).
The socio-economic problems caused partly by industrialisation
and urbanisation have generated a host of educational problems
that have a direct bearing on the quality of work that takes
place in a school. There has been a growing recognition of
the classroom as the locus of a complex and dynamic multi-

directional system of pupil-teacher interaction. Therefore,
a need exists for the study of the various dimensions of

pupil-teacher interaction.
. .,
The apparent problem in African schools is thus, that of

setting up conditions that will enable educators to apply the

didactic principles in a most effective way. These conditions
cannot be set up until the factors which influence the quality
of a didactic situagion have been scientifically determined.

l.4. PURPOSE OF THIS STUDY

;

- 1
The aim of this study is, first, to explore the available

literature on the topic and then to identify and isolate
certain factors which affect the quality of teaching in
achools. The intention is to describe a limited set of con-

ditions. While this study seeks to describe some factors
which influence the quality of a didactic situation in general,
it intends to take one factor, namely PUPIL-TEACHER relation-
ship and investigate empirically whether an urban environment




produces a different reaction of pupils to their teachers

than does_a rural environment. The factor of environment

is herein emphasised following ude)Piaget's findings that
intelligence is adaptation which proceeds through assimila-
tion of selected stimuli from the environment and their
incorporation into inner schemata already inherited or built

up from past experience. Piaget argued that the envircnment
is indispensable to this development because environment
partly determines what the child will assimilate into his
schemata, merely by the presence or absence of certain stimuli
(G.W. Miller: 1971, p. 44).

It must be pointed out that the purpose is not to indulge
in vague generalisations about the social, political or econo-
mic factors which affect the quality of education of the
Zulu-speaking African children in Natal. However, since
school conditions depend largely upon the socio-cultural and
economic atmosphere that obtains in a particular country,
reference will inevitébly be made to these conditions in order

to clarify the problem.

It

1.5. SIGNIFICANCE OF THIS STUDY

This study is not only of academic interest on a theore-
tical level, but it is of a most practical nature if we consider
that the Zulu people of Natal and KwaZulu are on the threshold
of a political and social breakthrough in terms of the consti-
tutional and pelitical developments taking place in the
Republic of South Africa. Experience in the other Afrjican
States is that the importance of education is being stressed
{(Brian Rose: 1970) and'great emphasis is laid on the elimi-

nation of illiteracy and the provision of technical education.

Since sound educational policy must be based on a
concrete knowledge of the whole cultural position of the
country under scrutiny, it will be necessary in this study

to consider, on a comparative basis, the factors which in-

fluence the quality of a didactic situation under the two



cultural circumstances under which the Zulu people in Natal
find themselves today. The broad division of the African
people in South Africa can be polarised into two extremes.

On the one extreme we have people who are still leading a
traditional way of Uife under tribal conditions with very
little influence of the modern, western and Christian, in-
dustrialised and urban conditions. On the other extreme, we
have those who have been completely "detribalised", western-
ised, christianised, industrialised and live in urban areas.
" In between these two extremes there are various gradations
.of'peOple who are in various stages of transition. Some are
being detribalised wi thout being christianised and others are
being christianised without being detribalised. And so we
find a wide range of categories. Since the environment
plays a large part in the social evolution of a people, and
since urbanisation is one of the processes that affects the
type of life of people all over the world, the division in
this study will be in terms of the urban and the rural

environment.

The traﬁéitionists are in a state of confusion, and
this confusiogihust have a bearing on the school situation.
Since the phenomenon called education manifests itself in
- particular cultural patterns which have values accepted as
valid and valuable by a particular people and community to
which a child gives ‘expression in his way of life, it is
necessary to establish the sPec%fic factors which influence
the quality of a didactic situation in relation to these dif-
ferent cultural circumstances. Obvicusly, no one study, and
no one person in one lifetime can hope to identify and isolate
(and less still adequately describe) all the factors that
influence any human situation. Therefore, we embark on this
research with full respect for the complexity of the educa-
tional phenomenon. Under the section on the delimitation
of the field of study (par. 1.6. below) these limitations
will be pointed out. ‘



1.6. DELIMITATION OF THE FIELD OF STUDY

1.6.1. Complexity of the educatiocnal phenomenon

It is necéssary at the very beginning to acknowledge
the fact that a study of this nature is sericusly limited.
There are so many factors which have a bearing on a didactic
sittuation, some concrete and others indeterminate and in-
tangible, that no one can hope to isolate and establish all
of them. Nevertheless,we set out to establish what we con-
lsider to be the most significant factors that have to be
taken inteo account in all questions of policy and administra-
tion so as to achieve the educational aim. The situation
must be surveyed and described interpretatively in terms of
all obtainable facts about it and in particular, with refe-
rence to norms. ©Our norm is the educational aim, hence the

pedagogical description.

Having recocgnised this first limitation, it is hoped
that a basis will be provided for further research in this
field. 1In this way a foundation is laid for research leading
to more powerfyl forms of application. If this foundation
is valid, a more precise language that can be used for dis-

. cussing educational matter affecting our schools is provided.
By this we mean that we want to provide people with pretise
empirical facts that will help them to state precisely what
factors were found fg affect a teaching situation in the
specific schools studiedf_rather than to argue on the basis

of vague generalisation.

1.6.2. The extent to which factors affect a didactic

situation

Even if all the factors which influence the quality of
a didactic situation could be established, a further limita-
tion would be to establish and determine, the extent to which
these factors actually influence this quality. This study
does not aim at establishing this extent. Since each teacher

establishes a unique situation, different from any other



didactic situation and since each class is different from
any other class, it is clear that innumerable factors in-
fluence each didactic situation in a different way. It is
notiintended; therefore, i?Pthis study to describe factors
which influence a didactic“situation in any known way that

can be determined.

_ Nevertheless, if we know the nature of the quality we
are talking about, we can suppose that a certain factor will
affect this quality in one way or ancther.

1.6.3. Delimitation of the area covered in the

empirical study

This study is limited to Natal (KwaZulu school area)
where all the African schools cater for the Zulu-speaking
pupils of the Zulu ethnic group, except for one school called
Ikaheng in the Nquthu Circuit which caters for a small en-
clave of the South-Sotho speaking pupils.

Nafal'hagmmany so-called "Native Reserves" (Horrel:
1969) dotted all over the Province. Natal has alsoc a number
of towns and cities around which have settled many Zulus in
the migratory process of urbanisation as a result of indus-
trialisation.  Therefore, an area representing rural African
conditions will be chosen in the Mtunzini magisterial dis-
trict. Schools in this area fall under the Mtunzini Circuit
of inspection for educational purposes. Representing an urban
area will be an investigation of the conditions in the Umlazi
Tcwﬂship near Durban. The schools fall in the Umlazi magis-
terial district in the inspection Circuit of Umlazi North.

1.7. METHODS OF STUDY

" The goal of science is to accumulate and systematise
knowledge of the external world. Using established methods
- accompanied by a particular view of reality, science con-



ceptually orders empirical phenomena. Now, the scientific

study of human behaviour assumes that the basic criteria of
science can be utilised. . In the search for generalisations,
human behaviour is studied as a process or a sequence of
events in which certain phenomena are related to other
phencmena. Such generalisatighs when eventuélly achieved,
are usually stated in terms of probabilities (Moully: 1970,

p. 54).

, In this study we wish to establish the fact that certain
" phenomena (factors) are related to other phenomena called a
didactic situation. In the study of human behaviour there 1is
. an attempt to order the diversified world of discrete pheno-
mena. This task is often -accomplished through the develop-
ment of classifications. The categorising of observations
into classes or types provides a means by which concrete

occurences can be ordered and compared.

Therefore, three methods will be used in this study,
viz:
(a) There wi%} be a systematic and critical study of
available literature pertaining to the problem.

(b) There will be a field investigation where empirical
data will be collected by means of questionnaires:
This is_describ?d in chapter 5, paragraph 5.3.2. Data
collected will be analysed by means of the statistical
methods described in chapter 5, paragraph 5.5.

(¢} The whole investigation will be treated on a comparative
basis using the comparative method. The general under-
standing of comparative education is that of a comparison
between different countries. However, in this gresent
study we shall not investigate different countries, but
merely two localities within the same country and the
same educational system. This is, therefore, not a

comparative method 'in the strict sense of the word.

Among the wvarious approaches used in comparative educa-

tion viz. utilistic, melioristic, scientific planning and



social science approach, the last-mentioned was chosen for

purposes of this investigation. Since the aim of this study
is to deal with factors in their microscopic dimensions, the
microscopic approach is selected. G.C. Kinloch (1972, p. 1)
explains what he calls the microscopic¢ analysis where be-

. haviour is analysed on the&interpersonal or small group
level and macroscopic level where the analysis of behaviour

is on a more general societal or cultural level. The choice
of approaching the factors on an interpersonal, microscopic
level stems from a conviction that the ESSENCE of a didactic
- situation is a relationship of trust between the teacher and
the pupils. Although the general social, political and
economic conditions in a country determine the quality of
teaching to a large extent, the interpersonal relationship
can do much in spite of this. 1In this investigation factors
on a macroscopic level will merely be mentioned and briefly
described in order to establish the fact that the personal
microscopic level is determined by these factors and also

that these levels are intertwined and cannot be separated

except for purposes of discussicen.

.
e,
“ry

l.8. FPROGRAMME OF THIS STUDY

In Chapter 1 the problem was stated, the purpose and
justification of this research outlined as well as the methods
that will be used to investigate this problem.

In Chapter 2 a short historical review of the develop-
ment of education among the Zulus will be given.

Chapter 3 will describe some factors that were found
from the literature read to influence the quality of

teaching in African schools in general.

In Chapter 4 specific factors that are assumed to in-
fluence the quality of a didactic situation in African schools
are then isolated and described.



An experimental study of pupil-teacher relationships is

discussed in Chapter 5.

Chapter 6 gives an analysis and interpretation of data
that was collected in an empirical study. A summary of con-
clusions and recommendations is given in Chapter 7., which
is a final chapter. A liStLSf 21 Appendixes is given at the

end.

- 1.9. CONCLUSION TO THIS CHAPTER

Now that the problem has been sufficiently oriented, we
shall proceed to analyse it in the forthcoming c¢hapters. To
put this problem of factors that may influence the quality of
a didactic situation in proper perspective it is necessary to
trace, first of all, the historical development of school

education among the Zulu-speaking Africans in Natal.
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CHAPTER 2

HISTORICAL DEVELOPMENT OF SCHOOL EDUCATION AMONG THE ZULUS
IN NATAL

v

2.1. INTRODUCTION

2,1.1, Importance of History

While education is concerned with the immediate present
and the future, it is rooted in the past. Daily planning,
doing and structuring in education must constantly be nourished
by the well spring of the total cultural evolution. Robert
Ulich of Harvard University (lewis: 1962, p. 81) says: "We
are fumbling around in education because we know so little
about the future and do not bother to know about the past".

We shall, therefore, attempt in this chapter, to sketch
briefly the historical development of education among the
Zulus in.Natéi, because some of the difficulties inherent in
the present and in the immediate future, are historical
consequences of an educational evolution process emanating
not from within the society but rather imposed from outside.

But before we describe the origin and development of
formal schooling among the Zulus, it is necessary to refer
briefly to informal indigenous education that prevailed
before the advent of formal schooling.

2.1;2. Indigenous Educational Patterns

People from Europe, who were accustomed to regarding
school and education as almost synonymous, thought that
Africans had no education at all when they first came into

contact with them.

The salient feature of indigenous African education is

the wvirtual absence of any formal training. The nearest




approach to schools among Africans are the various initiation

ceremonies associated with puberty and circumcision (Krige:
1936, pp. 81 - 117). The main purpose of these ceremonies

is not to inculcate kno%;edge so much as to ensure a propi-
tious transition from one stage of life to another and imbue

the individual with qualities of maturity and with values

and outlook of an adult. In puberty initiations, the boy or
girl is isolated under the control of his immediate seniors,
who sametimes subject him to harsh treatment to impress on
him the respect due to those older than himself. There is
instruction directed largely to his newly acquired sexual
powers and his responsibilities as an adult. The instruction
is indirect in the form of symbolic formulae, songs, dances

and play-acting (Rrige: 1936, pp. 95 - 100)}.

Initiations, nevertheless, play a minor role in the
total scheme of African education. To the African, education
is life itself; it is the gradual, informal induction of the
individual into the social life of the community. The know-
ledge and skill that are necessary to wrest a living from
nature are gééned, not by any formal instruction of the
child, but by letting it take part in practical activities.

A boy of four or five begins to herd goats near the village,
then later joins the bigger boys who herd cattle. Here he is
introduced into a new world, with its own hierarchy of autho-
rity. It is while-ﬁerding, that a boy gets to know the
properties and qualities, (economic, nutritional and medical)
of plants, the habits of birds, cane rats and other animals.
In these activities the emphasis is on learning. Teaching
comes in response to the individual's own interest and desire
to learn. The child learns in real situations where he sees
the practical use and results of his work. Every advance

in knowledge and skill is pragmatic, directed to achieve a
result there and then. The small girl who carries water has
the satisfaction of seeigg it consumed in the household. The
herdboy realises that he is rendering a service to the whole
community, and feels his importance accordingly.



It is social behaviour that holds a central place in
African education. Qualities of character, the attitudes

and values of the individ%:}, smooth human relationships,
adthority, proper appreciation of

reciprocity, respect for
cattle and crops on which society depends for its livelihood

are emphasised. It is expected that every child will grow

up to take his place naturally and normally in society. The
child is encouraged to do the right thing not because of fear
or punishment, but by the general emphasis on reciprocity
and interdependence in all social relationships.

2.2. ORIGINS OF FORMAL SCHOOLING FOR AFRICANS IN SOUTH AFRICA

Early school education for Africans owes its origin and
growth to missionary entefprise. C.T. Loram (1927, p. 46)

states:

"The history of Native Education in South Africa

is the history of South African missions, for it
is due entirely to the efforts of the missionaries
that the natives of South Africa have received any
education at all, and to this day (1917) all but
three of several thousand native schools are con-
ducted ﬁ?ﬂmissionary agencies.”

2.3. HISTORY OF EDUCATION FOR THE ZULUS IN NATAL AND
ZULULAND T

When the pioneer missionaries started working among
the Zulus, they had to overcome many difficulties. First,
there was the language problem. Secondly, the attitude of
some of the chiefs towards education and the new religion
was not encouraging. Thirdly, the social structure did not
provide for formal school education and many parents needed
their children for household work. It is interesting to
note that some of the problems which still persist today,
like language and medium'of instruction, unfavourable home
background, early dropouts and clash of cultures, had their
roots in these early times and the circumstances surrounding
the introduction of schoeling among the Zulus.



As early as 1823 theiﬁev. W. Threlfall established a
school among the Gaza people. He was soon struck down by
malaria and had to leave Natal after a year or less. The
history of education for the Zulus really begins in 1835
with the arrival of Captain Allen Gardiner, who established’
a school at the mouth of the Tongaat River. The first real
school was established at the Royal Kraal at Umgungundlowvu
by the Rev. Owen, but the school was unsuccessful owing to
irregular attendance. In 1835, three missionaries, Dr. Adams
and Messrs Grout and Champion of the American Board of
' Commissioners for Foreign Missions arrived in Natal. They
were later joined by a fourth missionary, Mr Lindley, who
first tried to establish a station in the Transvaal. However,
many missionaries had to leave Natal during the 1837 - 38
tumult. Lindley's station at Imfume in the Natal Scuth coast
was burned down. In 1939 the Voortrekkersraad granted per-
mission to Dr Adams to establish a mission station at
Amanzimtoti. In 1840 permission was also granted to Lindley
and Grout. 1In 1843, British rule was established in Natal.
In more settled conditions the Wesleyan, Berlin and Norwegian
Mission Societies established mission stations near Mapumulo,
Empangeni, Mahlabathini, Emmaus and New Germany. The Rev.
James Allison founded institutions at Indaleni, Edendale
and Gordon Memorial. Hence from 1842 missionaries worked
at these mission stations. Sir Theophilus Shepstone (appoin-
ted Diplomatic Ageﬁt among the Zulus in 1846) encouraged
Missicnaries. Settlements grew at Groutville, Umpumulo,

" Empangeni, Entumeni, Mahlabathini, Emmaus and New Germany.

A grant system was established and in 1856 it was hoped

that £500 would be reserved from £10 500 collected from hut
tax. Bishop Colenso received a grant for his Zulu Dictionary
and Dr Callaway for his printing press at Lower Umkcmaas at
Springvale (cf. McKerron, 1934}.

Up till the year lq38 there is little to record regard-
ing education for the Zulus in Natal. Politically, Natal
was part of the Cape but constant intertribal wars and the
frequent raids by Zulu kings prevented anything like a gene-



ral system of education. The few migsionaries who were at
work among the Zulus of Natal maintained small and struggling
schools, and these were few in number and unimportant in
results. At the outset, we must notice a difference between

the treatment of Africans in Natal and their treatment in
the Cape. In the Cape it was a definite part of Sir George
G;éy's policy to break up tribal organisation. 1In Natal,
on the other hand, as a result of Theophilus Shepstone's
haﬁdling of native administration, no such attempts were

made.

In the Letters Patent of 1848 by which Natal became a
separate colony, it was laid down that there should be no
interference with native law and custom except in so far as
these were repugnant to the principles of humanity (McKerron:
1934, p. 165). In the Cape the restricting clause was that
Native Law and Custom should not be repugnant to the Law of
England. This difference is important. The policy in Natal
has always been to preserve as far as possible, the racial
and tribal characteristics of the natives. Hence we have
the authority‘SF the Zulu chief maintained, a separate code
of native law, separate schools for the Zulus and the re-
tention of the Zulu langquage in the schools. Now, with this
- emphasis on tribalism in the rural tribal areas, it becgomes
a traumatic experience when these Zulus migrate to non-tribal
areas in and arcund ‘the cities. That is why this study
attempts to campare the situation in the two areas.

In the same lLetters Patent of 1848 it was expressly
enacted that the sum of not less than £5 000 raised from the
general revenue of the colony was to be expended for the
benefit of the natives. But there was no government control
of the teaching in the schools. In 1852 a Commission was
appointed to inquire into the past and present state of the
Kafirs in the District of Natal and to report as to their
future government. This'report advocates a measure of edu-
cation for the Zulus which has not been achieved even today.

Industrial schools were to be established in every village:



the attendance at schools of pupils between the ages qf
seven to twelve years was to be made compulsory in native
locations and later on “"private occupied farms or elsewhere."
The English and the Dutch languages were to be taught:

Infant schools were to be encouraged: religiouggéducation

was imperative but schools had to be left to the Christian
churches. The Commission's report was fruitless.

Sir George Grey who was appointed Governor of the Cape

in 1854 came into contact with Bishop Colenso who had been
~made the first bishop of Natal in 1853. Bishop Colenso was
already upholding the cause of the Zulus against what he
called "European aggression". These two powerful men in-
fluenced the Natal Legislature. In 1856 the first legis-
lation regarding the education of the Zulus was passed by

the legislative Council and approved by the Secretary for

the Colonies. The Ordinance for promoting the education of
the Coloured Youth in the District of Natal made it permissi-
ble for the Government of Natal to establish and maintain
schools for the education of the Zulus, and to contribute to
the support og;Fhese-schools. The schools were to be placed
under the supervision and management of the missionaries but
were to be inspected and reported upon by a Government Inspec-
tor of Schools. The whole amount of money contributed was
not to exceed one fifteenth part of the estimated revenue

of the District for 'the year.

In 1859 Dr Robert Mann was appointed as first Super-
intendent-General of education in Natal. The control of
education for the Zulus was not his responsibility. He was,
however, appointed officially by the Lieutenant-Governor as
YVISITOR" of Zulu institutions. Educational administration
of grants to missionaries and others in charge of schools
for the Zulus was in the hands of the Lieutenant-Governor.
In 1865 the "Visitor", Dr Mann, already had reason to doubt
the value of industrial school training and favoured grants
to the "common school®, i.e. schools not giving any industrial
training. In 1868 the acting visitor, Mr Brooks, reported



that the grants to Industrial schools were not worthwhile
and these grants were stopped.

Teacher training at the time was underlggpominational
control. During Dr Mann's term of office provision had
been made for the central training school at Amanzimtoti
where 18 boys were selected to "receive a more-careful and
complete training as teachers". A similar training school
was founded at Inanda by Mrs Mary K. Edwards in 1869. The
number of schools steadily increased. The Anglican Arch-
‘deacon established 35 schools in the Nquthu district and
founded the St Augqustine's Institution at Nguthu in 1880.
In 1882 thé Trappist Abbot, Francis Pfanner with 30 monks
of his order established the Institution of Mariannhill.

Law No. 1 of 1884, also known as the Native Primary
Education Law of 1884, embodied a policy of educational
differentiation. The inspection, organisation and direction
of Zulu schools were placed under specialist officials.

The Council of Education took over all responsibility for
African schools and appointed a "Native Education Commission"
to advise the "Council in all matters concerning education

of the Zulu children. The passing of this act and the sub-

- sequent appointment in 1885 of Mr Fred Fynney as the first
Inspector of Native Education gave a strong impetus to the
education of the Zulu children. According to Mr Fynney's
report there were 70 native schools in receipt of Government
grants-in-aid. The total enrolment of these schools was

3 817 pupils.

In 1886 the teachers' examination of the First, Second
and Third class were established. The syllabus consisted
of the subjects of the Native Schools' syllabus, and in
addition manual work and an ambitious course in science.

Mr Fynney examined the first 2ulu teachers who presented
themselves for the Teachers' Certificate at the Native
High Court at Pietermaritzburg in 1887.



A block of land, 52 acres in extent, was set aside in

the Zwartkop Native location near Pietermaritzburg for the
purpose of establishing a Government Native Industrial
School. Although‘Mr Fynney spoke well of the pupils when
he came to examine them, doubt soon began to appear as to
the success of the school. At one time all %QL boarders
absconded owing to some disagreement with management. The
cost of the school began to alarm the Government. The ab-
sence of support from the local people continued. Finally,
in 1892 the institution closed down.

In June 1894 (Pells: 1938, p. 64) on the establishment
of Responsible Government, The Council of Education ceased
to exist and the control of education passed to the Minister
of Education. This brought about a change in the administra-
tion of education for the Zulus as well. The Inspector of
‘Native Education, who had hitherto reported to the Council,
now became a subordinate officer under the Superintendent of
Education. An extract from the report of the Inspector in
1899 states: ‘

"When I drged them (natives) to send their children

to school, the reply I got was: 'Our chiefs are the
mouthpiece of the Government to us:; we have not

been told by them to send our children, and until

we are told we shall not send them." (Pells: 1938,

p. 64).

This remark is intefesting in the light of the present

day situation where a space can hardly be found for the
children who are sent to school. 1In 1894 the Church of
Scotland obtained permission to work in the Bulwer area and
founded a mission station called Polela. Here the Rev. W.
Moodey opened a primary school for boys. Later an industrial
school for boys, and domestic science courses for girls were
added and hostels were opened. In 1899 the Rev. J.L. Dube,
a Zulu who had been inspired by Negro Institutions which he
had visited in the United States, founded a school called
Chlange Institution where he c¢ould put into practice his
theory of education to develop the head, the hand and the

heart.



The South Africa Act (1909), Article 85, delegated
primary and secondary education to the Provinces. Native
education thus became a branch of the Education Departments

of the Provincial Administrations.

2.4. PROGRESS_BETWEEN 1910 AND 1954

)

After the coming into being of the Union of South Africa
~ in 1910, the Superintendent of Education in Natal had on his
staff a specialist officer called the Chief Inspector of
Native Education. The function of this officer was to take
charge of administrative work relating to native education
{Pells: 1934, p. 118). A sPecial board, chiefly representing
thé missions which controlled schools, was established to
advise the Department. This was called the Native Education
Advisory Board (Behr & MacMillan: 1971, p. 382).

Pells (1934, pp. 9, 115) reports that there was rapid
expansion after Union. With a contribution from the Union
Treasury far in excess of its average revenue, a phenomenal
increase in the Bmount spent on education resulted. Coloured
and native pupils increased from 18 000 to 32 000 between
1910 and 1920. The Phelps-Stokes African Education Commis-
sion in 1922 reported:

"While the Natal system of education for the natives

is second to that of the Cape Province in the liberali-

ty of financial support, it is superior in general

organisation, effectiveness and adaptation to the

real needs of the native people ..." (Pells: 1934,
p. 142). '

In 1918 Dr C.T. Loram became the Chief Inspector of
Native Education, and within a short time he brought about
many changes like a revised teachers' training course, a
revised classification of schools, a clearer definition of
the aims of schools, a quarterly journal for the teachers,
the appointment of organisers for instruction in handicrafts
and the establishment of state Bantu schools. The period -



after 1920 became one of consolidation and the study of

the Zulu language received attention {Behr & MacMillan:
1971, p. .389).

An important occurrence is that in 1924 the provinces
sought to impose a provincial Native Tax to meet liabilities
in respect of native schools. Parliament would not allow
this. Instead it relieved the provinces of the liéb&lity
of financing native education. A new state account was
created called the Native Development Account. A sum of
. £340 000 per annum was paid into this. account and was supple-
mented by one fifth of the yield of a new tax called the
Native General Tax or Poll Tax. By fixing the basic grant
at the sum spent by the provinces in 1924, Parliament in-
augurated a period of stagnation. The Native taxation did
not realise anything like the sum estimated.

By 1940, one in every 1 00O native children received a
fair elementary education. Native Education was, therefore,
failing to make the native literate. Pells (1934, p. 140)
says: :

"... nor ¢an it succeed until a far greater sum
is made available for native education. The
annual expenditure on the education of White
children, 354 000 in number during 1930 - 40
was £6 500 OO0 per annum; on that of 283 000
native children it was £600 000 per annum."”

In short, the quality of education in African schools remained

low.

2.5. THE IMPCRTANCE OF THE REPORT OF THE EISELEN COMMISSION

A Commission under the chairmanship of Dr W.W.M. Eiselen
was appointed on the 19th of January 1949 to inquire into all
aspects of Bantu Education (Lubbe: 1969, p. 3). In its
report, the Commission emphasised the important functional
role of the school as a dynamic means of leading the Bantu
to a healthy recognition of their own worth and the worth




of their spiritual endowments. This report was the basis
for the Bantu Education Act, No. 47 of 1953.

According to this Commiééion, the main objection to the
system of African education prevailing prior to 1954, was the
way in which schools were separated from the communities
they had to serve. Therefore, the first task of this Eiselen
Commission, as stated in paragraph 1046 of the report, was to
find an answer to the questions: "What is the %@kpose of
Bantu education? Are the schools contributing to the solu-

tion of social and economic problems?"

It must be emphasised here that up to 1954, parents had
little or no sayfin school affairs. To a large extent the
Africans regarded the church and the school as foreign insti-
‘tutions that were imposed on them from outside. These insti-
tutions introduced into tribal life elements that were in
conflict with the established social order. Under a section
dealing with curriculum,it will be pointed out that the
content and manner of presenting some school subjects might
have been unsuitable to the children because this curriculum
did not grow from the physical, social and intellectual en-
vironment of the children. That is why it is necessary to
-describe some factors which influence the quality of school
work so that a recognition of these factors may lead to a
discovery of an effective manner of presenting the curriculum
to the pupils.

The Eiselen Commission found that the then existing
schools for the African children were providing education
for a relatively small proportion of a backward population:
that the rate of elimination at an early age was very high.
The Commissioners also found that the standard of achieve-
ment in the schools as measured by examinations and achieve-
ment tests was very low (Report of the Commission on Native
Education, 1949 - 1951, pp. 95 - 1l0l). This Commission also
found that the general orientation of the school was too
academic because, for those pupils who proceeded beyond the




primary school stége. an academic certificate promised a
much more attractive economic future than anything else. A
uniform policy did not exist because, on the one hand there

were numerous missionary societies, each going its own way,
and on the other hand each Province had its own syllabus and
policy. As a result there was little co-ordination among
all the individuals who were trying to achieve the same
purpose. One of the findings of the Commissioners, which
led to some of their recommendations(which will ¥Ye mentioned
in the next paragraph), was that the aims of African educa-
"tion up to then were vague and not yet clearly formulated.

The recommendations of the Eiselen Commission (Par. 1052)
can be regarded as a watershed for the education of the
African people from 1954 to the present. From the recommen-
dations which they made, we quote only two which have most
relevance to this present study:

"Slnce we conceive education not as an end in
itself but as a means to the general develop-
ment of the Bantu, it is essential that both
a general development plan and the necessary
governmeéntal machinery to carry it out should
be called into being as soon as possible!
{(Eiselen Report, paragraph 1052 (a)).

This recommendation is important because it emphasised the
socio-pedagogic approach to African education as has been
stated in chapter 1l,of the present study. It also led to a
principle of centralisation where all the educational servi-

ces were centralised in one Department of Bantu Education
according to the development that will be described in the
coming paragraphs.

The following recommendation is also important because
it led to a principle of decentralisation as the general
development of the various African ethnic groups tock place:

"In order to secure the active participation of the
Bantu in the solution of local problems, it is
recommended that Bantu Local Authorities be set up
in the reserves and urban areas. The intention is
that these bodies should in course of time evolve
into local government units charged with the ad-
ministration of all local services including educa-~
tion." {(Eiselen Report, 1949 - 1951, Par. 1052)
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These two principles emanating from the recommendations of

the Eiselen Commission will now be discussed.

2.6. PROGRESS FROM 1954 TO THE PRESENT (1974)

2.6.1. Centralisation of educational services

As a result of the Bantu Education Act, théidentral

Government took over control of all educational services
. for the Africans from the Provincial Administrations with
effect from the lst of January 1954. The responsibility
for Bantu Education was delegated to the Department of Native
Affairs of which it formed a division. From 1954 onwards
there followed a period of rapid expansion in enrolment and
provision of educational services. Prof. W.M. Kgware (1967,
p. 54) states:

"Most South Africans ... agree that the Bantu

Education Act of 1953 introduced such far-

reaching changes in the theory and practice

of the education of the Bantu in South Africa

that. there is justification in regarding the

past ten™~. years as a decade of revolution."
Then he discusses some of the far reaching changes as the
- provision for the active participation of parents, local
control of schools by school committees and school boafds.
and the establishmert of the Advisory Board of Bantu Educa-
tion, the appointment of Bantu school inspectors and the re-
organisation of schools and classifying them according to
control as well as according to grade of work done. (See
TABLE 3 for classification.

As one of the most important objects of the Bantu Educa-
tion Act was to provide for the active participation by the
community itself, mission schools had to be converted into
government-aided community schools. This re-organisation
ensured uniformity in aims, content and method. Of the 44
religious societies controlling schools before 1954, only
two (namely Roman Catholic and The Seventh Day Adventist)



chose to retain full control. These became private unaided
Church schools. Community schools were subsidised by the
Department of Bantu Education in respect of the teachers'
salaries, equipment and the supply of certain books, and the

erection of buildings.

Groups of community schools, each of which catered for
a‘particular language group in a specific area, were control-

led by a schoel board consisting of ten ms:?ers. Some were
nominated by the local authority and others were nominated

" . by the Department, on the grounds of their special experience

and knowledge, to represent religious and other interests.
About 70 of all aided schools fell into this category and
accammodated four-fifths of the school population. The
following table (see Table 2, p. 93 and Table 3, pp. 69 - 70
of the 1968 Annual Report of the Department of Bantu Educa-
tion) shows the number of school boards and committee boards
- with powers of a school board: and the number of schools

and teachers and pupils which were under the control of these
boards in the wvarious regions into which the Republic of
Scuth Africa was divided for purpcses of Bantu Education.
This is to show the extent of involvement of the African
parents in the education of their children. The year 1968

is chosen because after that the various African ethnic groups
started to decentralise their education departments as.they
attained a measure of, self-determination. The Transkei is
not included in these figures because it established its own
Department of Education in 1963.

TABLE 2: NUMBER OF AFRICAN SCHOOLS, TEACHERS AND PUPILS
CONTROLLED BY SCHOOL BOARDS IN 1368

REGION NUMBER OF NO. OF NO. OF NO. OF

SCHOOL BOARDS |SCHOQOLS |[TEACHERS PUPILS
N. Transvaal 96 1 242 & 560 400 017
S. Transvaal . * 94 825 7 885 461 653
Orange Free State 102 366 2 227 159 886
Natal 92 1l 228 5 787 358 974
Ciskei 129 741 3 788 239 320
TOTALS 513 4 402 26 244 1l 619 850
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Although no attempt is made here to compare the various
provinces, it should be noted here that whereas Natal is the
smallest of all the pfovinces.~it had a number of school
boards, schools and teachers almost out of proportion to
. its geographical siZe. 1Incidentally the Zulu ethnic group
.which is concentrated in Natal is the largest single group.

Table 3 which follows shows the distribution of pupils
" according to standard and type of school attended in the
_ whole Republic of South Africa. The table reveals the

following facts:

(2) The manner in which classes are divided. The lower
primary school consists of the first four classes, i.e.
sub-standard A to standard II. The higher primary
school consists of classes from standard III to standard
VI. {Note that this will change in 1976 when the 12-
year structure comes into operation in African schools
as well). At present (1974), it means a primary schcol
for Africans consists of eight c¢lasses, standard six
is the highest class. Forms I, II and III (up to 1973)
constituted™~the Junior secondary school. In the choice
of sample for empirical study the highest class in the
primary school and the highest c¢lass in the Junior
secondary school were chosen (See paragraph 5.2. ).

{(b) The type of schocol according to control,

{(c} The proporticn of the schocl population controlled by
parents in community schools to that contrclled by other

bodies.

From the figures displayed in Table 3, it is noted that
1 429 397 pupils or 70,70% of the grand total of 2 021 424
pupils were in the lower primary school. 502 159 or 24,85%
of the grand total were iﬁ the higher primary classes. This
means 95,55% of the pupils were in the primary school in
1968 (Department of Bantu Education: Annual Repcrt, 1968,

p. 71).




JABLE 3: DISTRIBUTION OF PUPILS ACCORDING TO TYPE OF SCHOOL AND CLASSES - 1968

Standard ]| Gov't |Community Farm Mine | Factory | Hospital | Scheduled | Private | Totals
S5.5.A. 5 874 379 714 | 95533 { 4 162{ 1 130 812 1105 19 349 507 679
8.5.B. 4 4621 290 821} 56 590 | 3 140 859 201 656 | 14 412 371 141
Std 1 3 789 254 315 | 43 521t 2 556 645 170 521 12 915 318 432
Std 11 2 618 189 314 | 27 773 ] 1 967 486 94 356 9 537 232 145

jr

Std III 2 338 151‘481 15 169 | "1 568 464 60 235 7 702 179 o017
Std 1v 1l 708 112 575 9 092 1l 159 253 53 205 5 652 130 697
Stda v 1 550 il 775 3 633 733 172 23 114 4 296 102 296
Std vI 1 533 .81 848 2 216 590 142 13 76 3 731 90 149
Form I 2 802 31 466 - - - - - 1 337 35 605
Form 1II 3 019 21 133 - - - - - 1l 024 25 176
Form III 2 159 13 o78 - - - - - 659 15 896
Form 1V 1 860 1 378 - - - - - 287 3 526
Form Vv 1 030 778 | - - . - - 229 2 037
Technical 518 - - - - - - - 518
Sec

Technical 95 - - - - - - - a5
Training .

Trade Tr. 1 427 85 - - - - - 441 1 933
Teacher Tr. | 4 864 89 - - - - - 110 5 od3
TOTALS 41 646 |1 619 850 [253 527 [15 875 4 151 1 426 3 268 81 681 2 021 424




The following table (see Table 1.4.1. on pp. 118 &

119 of the 1973 Annual Report, of the Department of Bantu

Education) shows the figures five years after 1968.

TABLE 4: DISTRIBUTION OF PUPILS ACCORDING TO CIASSES IN 1973

GRAND TOTAL FOR ALL. CLASSES

vear| s.s.a. | s.s.s. | sta1 |sta 1 LoTAT gizmary
1973 | 728 772 | 551 095) 503 396 | 383 026 2 166 289
_
std ITI| Std(¥ | Std v | sta vI ggg%gxfgiimary
1973| 320 606 | 242 s00| 194 585 | 181 455 939 146
TOTAL FOR THE PRIMARY SCHOOLS 3 105 435
PORM I [FORM II FORM III| FORM IV| FORM V ggﬁiidﬁii
1973} 70 71;ﬁ 56 098| 37 175| 11 344 |5 736 181 064
SR S —
Tea?hgf .Traée_ Theolo-} Special | Night jUn TOfAL
Training Tra;ang gical class.
197311 137 | 4 823 17 {1684 |7 73a| 389 |25 789
3 312 283

From the above figures we note an improvement over the

1968 figures.
primary classes.
This means 93,75% were in the primary school.

In 1973, 65,40% pupils were in the lower

28, 35% were in the higher primary classes.

This was the position in 1973 if we consider the whole

of the Republic of South Africa.

It is necessary to end up




this historical sketch with_the idea of decentralisation.

2.6.2. Decentralisation of Administration

Concurrent with centralisation of control steps were
taken for-the reverse process of decentralisation of ad-
ministration. The Eiselen Commission proposed the division
of the Department into six regional units "in order to
secure adequate administrative decentralisation and to
group together as far as possible homogeneous elements of
* the population” (Eiselen Commission: par. 1052 (f),

p. 164). ' ™

In 1967 the Minister of Bantu Education confirmed the
intention of the government "to place responsibility for
the administration of education increasingly in the hands of
the territorial authorities” (Duminy: 1967, p. xiii).

_ As a result of the development of the Bantu Homelands,
decentralisation of educational control toock another step
forward. The Transkei Education Act of 1963 provided that
control of edgéatioﬂ be transferred to the Transkei legis-
lative Assembly. The other Homelands followed in succession.
The following ethnic groups had each a Legislative Assembly
of its own: Xhosa (Ciskei), Tswana {Bophuthatswana),

Northern Sotho (lLebowa}, Southern Sotho (Qwaqwa), Tsonga
(Gazankulu), VEnda'Ivendaland), Zulu (XwaZulu).

The KwaZulu Homeland, with which we are concerned in
this study, established its own Territorial Authority on
the 1lth of June 1970. When in 1972 an Education Department
was established in KwaZulu the re-organisation of educational

services was completed.

The following table shows the number of schools,
teachers and pupils in KwaZulu and in the Natal region
which also serves Zulu speaking children (Annual Report:
1974 (RP 45/1975), pp. 14, 15, 24):




TABLE 5: SCHOOLS, TEACHERS AND PUPILS IN KWAZULU AND N:.TRT

IN 1974
Number in

1. SCHOOLS KwaZulu Natal

. Primary 1 448 932

Secondary lo8 31

Teacher Training 4 2
Vocational &

Technical 8 3
Night and/or

Special ) 9 10

TOTALS 1l 577 978

2. TEACHERS 9 588 3 844

3. PUPIIS 568 352 197 509

2.7. RESUME

This historical survey has sketched the origins and
developments of ;chooling for the Africans in general in
South Africa, and fog the Zulu-speaking Africans in Natal
in particular. The fact that schooling was imposed from
ocutside, and did not grow from within the community created
a host of problems of a social, cultural, economic and even
of a political nature. Inherent in this overall atmosphere
grew up a number of factors which affected the gquality of
teaching in African schools. The historical development of
Af;ican education can be categorised into six stages:

(a)} Purely missionary responsibility and control (from
1799 in the Cape and 1835 in Natal)

(b) Recognition and aid by the state (from 1850)

(¢) Joint control by the Department of Native Affairs and
the Provinces (1926_- 1945)
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CHAPTER 3

A DESCRIPTION OF SOME FACTORS OR PROBLEMS THAT
INFLUENCE THE QUALITY OF TEACHING IN AFRICAN
SCHOOLS

3.1. INTRODUCTION

Before one can proceed to investigate the factors which
influence the quélity of anything, one must have a standard
of this guality so that one can determine whether this
standaxd or criterion bas been affected by any factor. The
concept "quality" has been described in chapter 1, paragraph
1.2.3. Once this quality is known and precisely defined,
“no parent, no teacher, no citizen, no business or industry
and no public official can rest while the erosion of this
quality continues .;." {(Wwoxrld Year Book of Education: 1970,

p. 138).

Since we are dealing with education, it is necessary to
have a pedagogi®al criterion or generally valid educational
standards by which any educational practice can be judged or
approved or rejected as educationally unsound or unpedagogical.
For this criterion to be obdectively wvalid it should not
be restricted to any-particular culture or society but must
be universally and generally valid. This is not to deny
that any system of education is culturally bound. It stands
to reason that critical standards and norms derived f£rom the
requirements and customs of one country or community cannot
be applied to judge persons brought up and educated on the
basis of a different culture. However, all societies or
communities aim at producing a MATURE adult although the
idea or image of maturity may vary fram culture to culture.
The science of education or pedagogics must look for inter~
cultural or cross-cultural cobjective standards by which an
individual's adulthood may be judged. We shall not define
the idea of adulthood. We only wish to state that education



may be considered EFFECTIVE if it succeeds in leading a c¢hild
towards adulthood and maturity by:

{2) helping him to learn to choose hetween alternatives.

' Since a person can only reach adulthood in one cultural-
historical setting he can become a fully integrated and
mature personality with regard to principles and demands
of a particular way of life. The concept of right and
wrong is relative to a culture. A mature person should
have been led to choose bstween right and wrong as

embodied in the norms of his society:

{(b) 1leading the child to sxperience happiness in unfolding
and developing his capacities;:

(¢} aiding him to acquire an image of his world which is

appropriate for his milieu:

(d) preparing him for remunerative work. This includes
relaxation needed for the full realisation of one's
potentialities and utilisation of one's capacities.

This, then, briefly is the QUALITY we are aiming at in
education. We noy want to identify and isolate FACTORS which
affect this gquality adversely.

3.2. SOME FACTORS ON THE MACROSCOPIC LEVEL

-

In this chapter we shall merely touch on some factors
on a general societal level in order to astablish the fact
that the p=arscnal level, as described in chapter 4, is deter-
mined by these factors. It is also necessary to mention
that the factors at the macroscopic or societal level are
intertwined with those at the microscopic or psrsonal level

and cannot be separated except for purposes of discussion.

3.2,1. Soccial Factors

The position that a person occupies in society is as-
signed to him according to two main criteria. Kinloch (1972)
classifies th=m as: (i) hereditary characteristics e.g. sex,




. s and
race, age, and (ii) achieved ¢ )
. s . e social
tional qualifications. In South
. - 1 occupa-
(1972: p. 1) race is the determinirn .
ation of

tutions open to esach group remain res

basis, the stratification system remain
stable structure ... the privileged class
their advantages to improve their position
while the fate of the lower classes continues

deprivation."”

"Such deprivaticn relates to aifrferences in 1.
expectancy, mental disorders and their treatme
differential educational opportunity as well as
the administration of justice and the right to
legal protection.” (Kinloch: 1972, p. 48).

According to Kinloch (1972), stratification rsfzxrs

the shape of the social structure as determined by the pro-

portion of the various classes, viz. lower, middle and

upper classes where there may be equal proportions, triangle

or diamond shaped:

I Uppar ] ~
class ‘

i Middle
"+ class

Lower
class
f i
S —

The stratification structure in South Africa may be

represented as follows: (Kinloch: 1972, p. 50).
Key
T Tt v+ = .. = Whites

‘““-o-—a;_____"_ = Coloured &
Asiatics

' Bantu (i.e.
Africans)

Thus, the quality of education for Africans is deter-

mined conclusively by the social Stratification. an African

child, for instance, who is gifted in music cannot develop



this potential because he belongs to a social class and

stratum that does ﬁot provide for such schools. The social
stratification and legislation cbviously leads to an occcupa-
tional structure where the internal class differentiation of

Africans is very limited.

The following comparisons illustrate this point
(Kinloch: 1972, p. 150):

TABLE 6 : THE OCCUPATIONAL CLASS STRUCTURE BY RACE IN SOUTH
AFRICA, 1960,

Class Whites | Asiatics Coloureds| Africans
Upper class 12,28% 4,82% 2,81% 1,34%
Middle class 38,56% 30, 98% 4,22% 1,49%
Lower class 49,17% 64 ,19% 92,97% 97 ,16%
TOTAL 1 151 0090} 125 00D 554 000 3 889 02D

Where Uppar cla¥s represents professional and managerial

class.

Middle class represents administrative, clerical and
sales. ’

Lower class represents farming, mining, transport and

services.,

Kinloch gives psrcentages for the various classes to
facilitate comparisons, but he gives the total numbers in-
volved in each case in order to show the population involved.
Even this class representation doess not tell the whole story
hecause pzople doing the same job and qualified egually do
not get the same pay. An example may be taken from the
teaching profession. Franz E. Auerbach calculated in 1972
{Horrell: 1974, pp- 306 & 313) that on average African teachers
then earned 45% of the amounts paid to Whites with similar
qualifications, employed in similar posts; while Coloured’
and Indian teachers were earning 65% of the amounts earned
by Whites with similar qualifications, employed in similar

nosts.



The shape of the South African society can be represented

as follows {Kinloch: 1972, p. 150}:

Whites =— - —— - -Coioureds

Asiatics ./t — .C & —\~ — Bantu {Africans)

3.2.2. Economic conditions

As a result of the social and political position in
the country, economic conditions are also grim and these
also affect the quality of education in African schools.
Two results of these economic conditions will be described

briefly:

3.2.2.1. The poverty datum line

S
1

According to Prof. Edward Batson (Horrell: 1974, p. 197),
the poverty datum line is an indication of the lowest possi-
ble cost of maintaiﬁing a household. This takes account in
the short run only o£_§elected items including food, clothing,
rent, transport for wage earners, fuel and light, and cleaning
material to maintain a household in good he=alth by Western
standards. It is not an adequate measure of human needs.
Batson concluded th;t a family could mzat its actual needs
and utilise its budget efficiently only when the family
income exceeded the poverty datum line by 50%. This adjusted
figure is known as the Minimum Effective level (MEL). In
June, 1973, the PDL in Durban for an African family of 5,2
persons was R97,67, and the MEL was R147,21 (P.N. Pillay:
1973, p. 30). These figures are given in order to compare
them with the wages shown in the next paragraph so that the

extent of poverty can be deduced.




In 1973, the Productivity and Wage Association insti-
tuted a programme called "Op=aration Progress" under the
auspices of the National Development and Management Foun-
dation (NDMF). This survey redefined job categories into
six, ranging from number 1, jobs involving a few simple
highly repstitive tasks through to number six for artisans

who have served a recognised apprenticeship. Obviously the
Africans £ill the lowest categories and earn low wages as
represented in the following table (A Survey of Race Rela-
tions in South Africa: January, 1974, p. 203):

TABLE 7 : AVERAGE WAGES: AFRICAN MEN, MARCH 1973

[P S e N N S
i GRADE 1 i 2 § 3 : 4 5 3 | TOTAL
: I
' ; ; i
- AVERAGE |t ! , i |
;WEEKLY R13,46i R16,14. R18,16 R22,21§ R25,47, R32,06
 WAGE ; - :; ! ‘ .
.' ' 5 ' : _; _
§ : ? ] t !
} i

: o '
'NUMBER © 105 2786 643 28 789 13 436 5 554 2 482 206 182

EMPLOYEES ' i ,
. A ] d |

These figures indicate that a great majority of Africans
(i.e. those who belong to the Tirst four categories} earn
below the poverty datum line. The redeeming argument is
that, of course, not all these employees have to support a
family of 5,2 persons. 1In the questionnaire designed for
empirical study, an item will be included to reveal the siza

of African families of pupils included in the present research.

3.2.2.2. Malnutrition

Dr J.F. Potgieter {1965) stated that 75 ~ 85% of
African families in Pretoria had an income lower than the
minimum level needed for basic expenses, and he concluded
that at least 80% of African school-going children suffer
from malnutrition or undernutrition as a result.



Herbert G. Birch and Joan Gussow (1970) in their scholarly

analysis of the relationship of poverty and sducational
failure clearly d=emonstrate that economic conditions and

nutritional factors are determiners of a child's educational
progress. It is stated that children who live in poverty,

are not only physically weakened but intellectually depressed.
Poor children are exposed to poor food, poor sanitation, poor
housing and poor medical care. The central thesis of tha
authors is that to bs poor is to bes assailed by a whole range
of physical conditions wnich sndanger life, growth and health.
As a result mental development and educational growth are

retardad.

3.2.3._ Financial Provision for Education

An up-—-to-date building programmz of schools and class-
rooms, a proper supply of school equiﬁment and teaching
2ids and an adequate supply of contented, wall-paid teachars
depend on ths financial provision mads by the state.

Until 1946 the financing of Bantu education was the
responsibility of, the Minister of Native Affairs, but in
that year it was transferred to the Minister of Education,
Arts and Science. In 1956 the contribution from the treasury
was peggad at R13 million in terms of Section Twenty (1)
(a) of Act No. 23 of 1956. To this R13 million was added
four-fifths of the General Native Tax. However, in terms
of section 14 of Act No. 83 of 1963 the Bantu Education
Account was credited from the 1st of April, 1963 with a
full tax that was collected according to tha Bantu Taxation
and Dzvelopment Act of 1925 (Act No. 41 of 1925) (Lubbe:
19869, p. 93).

Horrell (1973, p. 70) reports that between 1950 and
1971 the state adopted various measures to augmant the funds
available, paying somz expenses from other accounts, de-
voting the total proceeds of African taxation to education,
raising taxes and making loans. Later it made grants to
the Bantu Education Account from the country's gzneral
revenue. Finally ig 1972, the Bantu Education Account was



abolished and certain large outstanding loans it owed to
Tne Department of Bantu Educa-

ths state were written off.
tion is now financed from the country's general revenue, in

the same way as are the other government departments.

A comparison of the following figures relating to
National Expenditure on education for all the racial groups
in South Africa and the differential par capita costs, and
the enrolment figures for the four racial groups, will
indicate clearly the extent to which the financial provi-
sion falls short of the amount necessary to maintain a

proper quality of education in African schools.

The following table is reproduced from Horrel & Horner:

1974, pp. 292/93:

TABLE 8§ : NATIONAL EXPENDITURE ON EDJCATION IN SCUTH AFRICA,

1972.
1971_- 72 gTi??iiég Enrolm=nt
Tha Provinces *White a2ducation) 284,6
Dzpartmant of National Education
(mainly White) 85,8 889G 5965 (1972)
Other Gov't Dep't (All races) 5,4
Department of Coloured Relations
and Rehoboth aAffairs® 51,0 549 170 (1972)
Department of Ind%an Affairs 23,8 172 142 (197ZJ
Departm=ant of Bantu Education 41,7
Homeland Governments . 28,é} 3 079 507 (1972)
—j
PER CAPITA CO3STS
- i I 1
ciat crowp | vear | Srimo? [ S5m0 | gonerad
Pupils i Papils !
Whites } 1971 - 2 | R366,00 | R624,¢r | R46L o
Indians ' 1972 t R112,49 | R155,74  R124,40
Coloureds ! 1972 . R 91,00 | R120,18 . R 94,41
Africans i 1971 - 2 R 20,64 . R112,71 | R 25,31




Howaver, the amounts of money available increased sub-
Table 10 shows the amounts spent

stantially since 1972.
(Annual Report: 1974, p. 136}. In this table South West

Africa is excluded. The amounts also do not include the
expenditure on university education. Capital expenditure
for which provision is made on LOAN wote N: Bantu Administra-

tion and Development, is also not included in the figures
shown in Table 10 (Annual Report: 1974, p. 100).

TABLE 9 : EXPENDITURE . ON BANTU EDJCATION, 1950 - 1974/75

i
cag | Department of . Homslands' Departments’ OTAL
. Bantu Education. of Ediacation & Culture TOTA

. 1960/61 . R18 852 514 =  cmee—mme————ee R 18 852 514
. 1964/65 R23 455 757 = = e;mee—me————eo R 23 455 757
1959/70 R41 782 953 @ e R 41 782 953
1972/73 R27 805 000 - R40 514 300 R 86 058 300
1974/75 R51 002 000 R8O 464 000 R131 466 020

3.2.4. Reiétionghip between this study and socio—economic

Momy .
conditions in XwazZulu

It has ai:eady been shown that edication was introduced
to the Africans by missionaries from Europ=s. Prior to the
19th century in Europe, the primary educational institutions
were the family and the church. Family edication took place
at an individual level. It consisted of preparing thz child
to fit into a wall defined cultural and ecoaomic pattern.

In the traditional education of thz Zulus young boys and
" girls ware educated to fit into well dafined roles in

society (c£. 2.1.2.).

In Europe the type of education which evolved as a
result of ths influence of the church, coasisted of well
defined and codified information on the attributes of God,
the difference bztwsen good and =vil and proper earthly
beshaviour for attaining a happy life hereafter. The upper -
class education, both family and religious, was largaly

~concerned with th2 techniquss of maintaining the powar of



the nobility, the priesthood and a rising commercial
Tnis is the type of educational practice

bourgeoisie.
that was transplanted into African education.

Howaver, in Europe when education was sacularised,
schools ware charged with the task of preparing the young
not only for future economic or vocational success, but also
for effective participation in public life as intelligent

citizens.

On approaching independence the three High Comuission
Territories of Botswana, Lesotho and Swaziland sent a
request to UNESCO for a mission to examine the existing
provision for education in the territories and to make
suggestions for planning furthar developmants. Education
was to be regarded in relation to economic and social ob-
jecﬁives. To be able to do this, the various "Bantu Home-
lands" in general and the "state" of KwaZulu in particular
must begin to attend to the improvement of the quality of

education.

Writing inlﬁhe Natal Mercury of the 20th January 1971

Lawrence Morgan tells how the scale of the African amploy-
ment problem has sudd=snly bzen recognised as far greater
than previocusly recognised or estimated. He said Natal-
Zulus are to gzt the greatest concentration of industry of
all south Africa's "Homelands". The creation of sufficient
jobs to =2nsure the physical survival of the local population
and security for thair neighbours has bacom2 the most crucial
challenge confronting the world's undardeveloped regions.

Tha urgent need of ectonomic planning for African areas has

bzcom= the cornsrstone of official policy.

\

The "White Paper on the Report by the Interdepartmental
Comnittee on the Decentralisation of Industry” issuesd Hy the
Departmsnt of Industries states in paragraph 3 oan p. 2 that
in formulating a deccentralisation policy, the needs with
respact to economic growth of th2 various national groups in

their geographical areas, must bz taken into consideration.



On page 15, it states: "It is ... government policy that
the non-White national groups should in their own areas,

and for the purpose of serving their own peoples, to an
increasing extent, undertake work of a more advanced nature.
The border areas of Nawcastle, Ladysmith/Colenso, Richard's
Bay and a growth point in the Homeland, of Sithebe are con-
sidered to be -reservations of the Zulu national group".
Other growth points envisagad are Nguthu, Mahlabathini and

Mondlo.

A paper delivered by E.G. Malherbe at the 35th Annual
Council M=sesting of the South African Institute of Race Rela-
tions, entitled "Manpower Training: Educational Reguirem2nts

for Economic¢ Expansion" in January, 1965, established a very
definite relationship between the economic situation and

educational requirements. On page 2, he says: "Unless our
educational system is stepped up 50 as to use every ounce

of human talent available amongst all the races that comprise
this country, I am sure that the rapid upward trend which we
have expariencedin our economy during tha last decade will
be slowed down if-not flattened out to a platesu in the forsee-
able future”. Malherbe then continues to give the p=rcentage
of persons engaged in professional, managsrial and technical
occupations to the economically active population as follows:
Whites = 18,5%; Asiatics = 13,2%; Coloureds = 3,4% and
Africans = 1,7%. These figures reveal the vast untapped
sources of manpower in the non-White sections of thz South
African population. What is more important to note is that
the percentages vary almost exactly according to the esduca-
tional status of the various racial groups as reflected by
‘the parcentagass proceeding beyond the primary Section of
education. The following comparisons make this clear
(Horrell: 1974, pp. 301, 311, 316 and 320):



TABLE 10: ENROIMENT FIGURES OF THE VARIOUS RACIAL GROJPS 1IN

SOUTH AFRICA IN 1972

AFRICANS | COLOUREDS | INDIANS | WHITES
CLASS 1972 1972 1972 1972
Sub A 687 990 104 092 20 728
(22,34%) (18,95%) | (12,04%)
std II 359 339 56 649 17 16l
11,67% 12,14% 9,97%
std v 176 109 38 524 | . 16 863
5,72% | - 7,01% 9,80%
Std vI 161 472
5,24%
Total for 861 726 482 999 !* 124 308 | 495 570
Primary : : ey ) o
School - 94,87% 87,95% é 72,22% | 55,6%
Total for ; |
Tanior 143 053 58 922 37 820
Secondary ~4,65% ! 10,73% 21,87%
i_ [— ———
Total for
Senior 14 723 | 7 249 9 579 | 234 316
Secondary 0,48% 1,32% 5,55% 26 ,4%

R

In view of the above statem=nts, ws can state that
this study attempts to reveal the urgency of the require-
ments to establish the factors which affect the guality of
teaching in African schools.

3.3. SOME PROBLEMS RELATED TO_THE SCHOOL SITUATION

3.3.1. A brief evaluation of ths nature and _coatent

of the present curriculum

3.3.1.1. Criteria for evaluation

In considering the nature and content of a curriculun,



it is necessary to keep in mind the goals of a particular
society, as well as of the individuals who constitute that
society. The socio-pedagogic approach adopted in this
investigation will be applied in desaling with the curri-
culum. The Eiselen Commission Report (1949 - 51, par. 1052

(g)) expresses this idea as follows:

"The general approach of the Commission to
problems of curricula is that as soon as
the general development plan has been
‘satisfactorily drawn up, the educational
authorities will have a clear picture of
the types of individuals they will be
called upon to produce.”

After recommending a restructuring of classes into a
four-year lower primary school course, a further four-year
higher primary school course, a five-year secondary school
course and a post-matriculation and university education,
the Commissioners who made the above statement recommanded
that the lower primary school course should be complete and
worthwhile in itself, but also making provision for those
children who wishsd to proceed to higher stagss in the
school system (Eigélen Commission Report: 1949 - 51, p. 146}.

J.8. Hill (1974, p. 13) mentions three aspeéts of ths
curriculum as .
(a) "inhoudelik {(leerervaring)”

(b) "sosio~-pedagogiese (inskakeling Dby gemeenskap)"”
{c} "psigo-pedagogiese (leer, dink, begryp)"
He continues to dzfins a curriculum as (p. 20) follows:

"Die kurrikulum is 'n wetenskaplik-verantwoordbaar
opgestelde dckumant wat geselekteerde, geordende
en geévalueerde inhoude asook sodanigs didaktiese
oorwegings insluit wat instrumenteel is tot die
verwesenliking van die daarin gsstelde do=l-
stellings in die skoolse didakties-pedagogiese
situasie”.

On page 307, J.S. Hill reviews certain criteria for
the selection and arrangem=nt of curriculum content. A
few are mentioned here because they provids a yardstick
by which to evaluate the present curriculum in African
schools: |



"(a) Doas the content represent or advance the idsal

culture aspired by the community?

(b} 1Is it possible that the general aims of education
as interpreted by a community, can be realised by
the teaching of this particular content?

(¢) Is the content such that he who masters it acgquires
identity and guality in accordance with the values
ranking highest in the particular view of life
subscribed to by members of the comminity to which

hs bhelongs?"

G.W. Bassett (1970, p. 7) states that educational
objectives exist at three levels which correspond to so-
cietal, system or strategic and institutional or tactical
levals, Since this study emphasises ths societal level, the
three criteria mentioned above will suffice. However, acknow-
ledgement is made of the fact that criteria on tha institu-
tional level would complete the picture in evaluating a

curriculum.

The QecisiOn“to consider and evaluate the present
curriculum in Afric¥n schools on a societal level is further
supported by what G.W. Bassett (1970, p.24) says when he
quotes Stratemeyer's "persistent life situations" as a basis
for curriculum development. These are: '

" w
(i) "growth in health, intellectual power, moral choice,
aesthetic expression and appreciatioa."”
(ii) "growth in social participation, person to person
relationships, group membership, etc.”
(iii} “growth in ability to deal with environmental
factors and forces, natural phenomena, technological

resources, economic, social and political structures..."”

3.3.1.2. Evaluation of the lLower Primary

school course, (7 - 10 years of aga)

The lower primary concentrates on the basic skills of
reading, writing and calculating. English and Afrikaans,
which are foreign European languages are taught on a purely
utilitarian basis as a medium of oral expression of thought.



An interest in the soil and in the observation of natural

phenomena is stimulated. Recreational subjects emphasising
self-activity are taught. Practical hygiene as well as the
basic tenets of religion presented through bible stories

are taught. Subjscts listed in ths syllabus are: Afrikaans,
English, Zulu, environmental studies, nature studies, h=alith,
religious instruction, music and singing, physical training

a1l games, arts and crafts and gardening.

In an attempt to make primary schooling a complete
education for thoss not passing into the secondary school,
the curriculum has been overloaded with subjects. Considering
that over 70% of the pupils leave school at this stage (see
paragraph 3.3.4.) it might be necessary to introduce them

into a wide variety of subijects.

3.3.1.3. Criticism of some particular sub-jects

(a) Official languages

The introduction of two foreign languages at an early
age mighf confuse »the pupils. To make matters worse, pupils,
particularly in rural areas seldom, if ever, hear these
languages ocutside the classroom. The large numbers handled
by one teacher who in some cases is either poorly qualified
or not qualified at all make the teaching of these lang-

vages very ineffective indeed.

(b) Gardening

This subject has an educational value in that it brings
the pupil into close contact with nature, and provides a
most valuable form of nature study. When methodically
carried out, gardening provides exercises in hand-and-eye
training. Work in the garden tends to kill the ridiculous
idea prevalent in some quarters that it is degrading for an
educated person to perform manual Iabour. A visit to the
garden forms a useful change from the more formal work of

the school and provides a healthy execrcise.



Nature study has a direct bearing on the work done in‘
the garden: geography and drawing can be correlated with
gardening. Arithmetic can be made interesting by relating
problems to gardening. If the teaching of gardening can be
transferred to the homes of the children, the urgent need

for fresh vegetables can be satisfied.

A criticism is that gardening in areas and in schools
where the requisite conditions for success are absent, does
not foster love for the dignity of labour and the love of
the soil. On the socio-economic level, Africans realise
that only a small percentage of children will have access
to agricultural allotments, and that even a smaller per~
centage will be able to make a livelihood on the very limi-
ted size of land available. An attitude of scepticism and
indifference towards gardening has developed in both teachers
and pupils (Eiselen Commission Report: 1949 - 51, paragraphs
719 - 726).

(c) ReL;gidus Instruction

The Bible lessons'which form the basis of moral lessons
and the development of character, emphasise the love of God
and neighbour. If the ethical values and mut&al relation-
ship between man and man were stressed sufficiently, this
would be a very valuable subject. The Departmental syllabus
stipulates that no denominational doctrines are to be taught
in schools. And a parent may withdraw his child from attend-

ing lessons in religious instructions.

(d) Handwork

While the educational value of handwork is sometimes
stated as giving expression to a creative urge; character
formation: training of the eye and the hand, and producing
crafts for their possible economic value, parents and
teachers are sceptical about this subject. They realise
that owing to contact with western culture with its factories
and mass production, the production of handicrafts can never
be economic. Again large classes prevent even enthusiastic
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dual children. In many urban areas there is simply no

material that can be used as raw material for handwork.

3.3.1.4. Evaluation of the Higher primary
school course (l1 - 14 vears)

The subjects in the lower primary schocl are developed
in content and manner of presentation. Pupils develop
interest in geography and history. The remarks made in the

case of the lower primary school apply here as well.

3.3.1.5. Evaluation of the Secondary school
(15 - 19 vyears)

The secondary school course provides for three main
directions in African schools. First, there is a purely
academic course consisting of the two official languages
i.e. English and Afrikaans, the mother tongue, viz, Zulu
in Natal, cocneral sciénce, social studies, mathematics and

.a practical subject. In addition to these seven examination
subjects, there are the following three non-examination
subjects: religiod?"instruction, rmusic and singing and

physical training.

Secondly, there is a commercial direction, where in
addition to the three languages and social studies pupils do
typing, commerce (business economics) or economics as well

as the three non-examination subjects.

The third is a vocational or technical direction where
pupils chocose from a wide variety of subjects of a techni-
cal and/or wvocational nature.

The first three years of secondary education (up to
1973) end with a Junior Certificate. Since 1974 this has
been known as Form III and is the first class of the senior
secondary school course which also lasts for three years.
The senior secondary school course is based on the core
syllabus issued by the Joint Matriculation Board for all
the Education Departments in South Africa. .



The content and nature of the secondary school course

satisfy the criteria for a good curriculum except for the
fact that it is overloaded with three campulsory languages.
This, of course,is 2 socio-economic necessity. Africans
must know the two official languages as well as their own

language.

3.3.1.6. General evaluation

It is difficult to evaluate a curriculum in a study
like this because of space. The main problem, however, is
expressed clearly by Taba (1964, p. 263):

- "Today the problem of a rational basis for selecting
curriculum content is especially crucial for several
reasons. First, because of the ferment in education,
proposals for what to include in the curriculum or
to exclude from it emanate from a variety of sources
based on a variety of considerations some of which
are either insufficient, irrational or both. Educa-
tors themselves seem to be confused about the criteria
by which to decide what the content of a curriculum
should be or the way in which learning should be
organised and managed. Second, the explosion of
knowledge has made the classical simplicity of school
subjects impossible ..."

In African schools the problem of curriculum is inter-
twined with the problems of the medium of instruction and
staffing. These problems will be discussed briefly here-

under.

3.3.2. Medium of Instruction

The problem of the medium of instruction has been present
in African education since the early days of the missionaries.
In Natal, before 1954, English was used as medium of in-
struction from standard III onwards. 1In this connection,
the Eiselen Commission Report (1949 - 51, par. 919) states

as follows:

"Your Commission is of the opinion that the
question of mother~tongue medium in Bantu
schools is vital to the whole system. We
realise that in this connection we will
have to face grave difficulties and that
public opinion especially among the Bantu,
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and that it would consequently possibly be hostile
to any drastic change in the use of the medium of
instruction. We are satisfied, however, that
unless this matter is put in the right perspective
not much will be achieved by the system we have

recommended ...

When the central government toock over control of Bantu
education the vernacular was used as a medium of instruction
up to standard VI in all subjects except the official languages.
The principle of the use of the mother tongue was to be ex-
tended to the secondary school as soon as that became feasible.
In practice this was never done in the secondary schools in
Natal. In secondary schools, teachers were supposed to teach
half the subjects through the medium of English and the other
half through the medium of Afrikaans. Again in practice this
- was not aiways feasible, mainly because of lack of teachers
who could teach through the medium of Afrikaans in Natal

schools.

Horrell (1973, p. 75) reports that very many education-
alists considered the use of the mother tongue as a handicap
to children in such subjects as mathematics and science
where appropriate terminology did not exist to convey the
concepts. The use of the mother tongue as a medium also

caused a decline in competence in the official languages.

The Transkeian GoVernment appointed a Commission to
inquire into the use of the mother tcague as a medium of
instruction. (Cingo Commission, 1963%). This Commission
supported the principle of the use of the Vernacular as
medium of instruction in the primary scheool, but recommended
that an official language should be used as a medium of
instruction as from standard III. Soon after the Transkei
Government assumed control of education in its territory
(in 1964) it introduced a system in terms of which one of
the official languages, as selected by parents, was gradually
substituted for the African language as a medium of in-

. struction from Std 2. The Kakana, Ntusi Nkungu Commission |
Report (1973, p. 24) deals extensively with the desirability

of using the mother tongue as a medium of instruction.



The KwaZulu Legislative Assembly passed the Medium of
Instruction and Language Act No. 5 of 1973. In terms of
this Act English will be used as a medium of instruction

after standard III, Afrikaans and Zulu being taught as

subijects.

Obviously, the use of a foreign medium presents a child
with a double problem of having to struggle with the language
as well as the concepts of a particular subject. It must be
pointed out at this juncture that the subject matter is itself
western oriented, selected and ordered from western culture.
This poses a problem to a child who comes from a rural en-—
vironment. He learns about electricity when there is none
in his environment. He must find an area of a rectangle at
school when all his home surroundings consist of round huts,
round clay pots etc. This clash of culture is found in many

instances and subijects.

Referring to this problem of the medium of instruction
in African schools, a Zulu educationist (Nyembezi, 1975)

states:
Py,

"In advocating this change over one should not lose
sight of the fact that there will be many difficulties
during the .period of transition. There will be many
failures. Also there is the problem that many
teachers in the field are teachers who have been
through mother tongue instruction mill. Many of
these teachers have a very weak command of English.
Some are even shy to converse in English and it
might well be that some will throw up their hands
in despair and declare that they cannot cope."

This brings us to the problem of staffing, teacher-
training, and teacher- pupil ratio.

3.3.3. Staffing

3.3.3.1. Teacher-shortage

The problem of the shortage of teachers is world wide.
The International Yearbock of Education, Vol. XXV, 1963,




p. 29 reports that only four of the 17 countries investigated
did not report a shortage of teachers. This shortage is not

only a result of the expansion of education but also because
teachers have been in great demand as persons with suitable
qualifications to serve in the civil service, commerce and
industry. TIn addition to this, economic insecurity, inadequate
salaries, low social and economic status and low retirement

benefits are cited as reasons for this shortage.

The following table gives the number of schools, teachers
and pupils {(Bantu Education Journal, Vol. XXII, No. 2, March,
1975, p. 36) and indicates the extent of teacher shortage as

will be revealed under a discussion of pupil-teacher ratio

in paragraph 3.3.3.4.

TABLE 1] : NUMBER OF SCHOOLS, TEACHERS AND PUPILS IN NATAL AND
KWAZULU - 1974

Area - |No. of Schools |No. of Teachers |No. of Pupils
Natal - | 968 3 844 197 509

KwaZulu " 1
T |

569 ~ 9 588 568 352

,,ff— I

T

Total for Natal.

and KwaZulu 2 337 13 432 765 861
Total for *
Republic 11 947 62 879 3 513 975

The shortage of teachers is felt more at secondary school
level. 1In 1974, 5 713 teachers taught at secondary school
level. The total increase of secondary school pupils over
the 1973 enrolment of 181 064 is 15,7% bringing the total
up to 209 519 pupils, (Annual Report, 1974, p. 54). But in
1973 the three universities training African teachers, pro-
duced only 205 teachers while 323 completed the J.S.T.C. at

the nine centres situated at the various centres situated in
the homelands (Annual Report, 1973, p. 53 and 1974, p. 146},




3.3.3.2. Selection and Training of Teachers

It is an accepted -fact that the quality of education
imparted depends to a large extent, on the quality of teachers.
This aspect will be discussed in chapter four. In this
paragraph attenticn is paid to the training and supply of
teachers. Di%pussing the problem of teacher-training,
Prof. Ackermann (Duminy: 1967, p. 79) says that any teacher
education programme should be directed toward the following
three main cbjectives: academic preparation, prefessional
training and development of the personality of the teacher.
Because of the shortage of recruits for teacher training,
particularly at the secondary school level, qualities per-
taining to interpersconal relations, the ability to exercise
control over children, qualities in connection with energy,
vitality, zest, perseverence, interest and love of the
child, have never played a part in the selecticn of future

teachers.

The Department of Bantu Education in collaboration with
the various homelands' Departments of Education and Culture
k-__.
maintain a number of teacher training schools at which the

following courses are taken:

The Primary”Teachers' Course (P.T.C.) for the Primary
school teachers. the entrance qualification is Form III.
The Junior Secondaf} Teachers' Course {J.S.T.C.} for the:
junior secondary school classes. The entrance gualifi-

cation is Senior certificate.

The senicr secondary school teachers are trained at the
three universities for the Africans. The University of
Zululand trains the Zulu speaking students in the following

courses :

The Secondary Teachers Diploma which is a one-year
professional training course after a successful comple-
tion of the first year courses towards a degree in

either arts, science or commcerce.

The University Education Diploma is also a one-year

professional training course after a full degree in
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who has passed eight courses in art or six in science
can take this Diploma if he satisfies all the other

requirements for admission to this course.

The new Bachelor of Pedagogics degree was established

at the University of Zululand in 1974 and the first
successful candidates will qualify at the end of 1977.

It is an integrated course consisting of a study of
pedagogics as well as an academic study of courses in any
of the three directions of arts, science or commerce for

a period of four years.

At the end of the third year, provision is made for stu-
dents to obtain a Senior Secondary Teachers' Diploma
(§.5.T.D.) before they get into the fourth to complete a
degree.

K.B. Hartshorne, Director of Planning in the Department
of Bantu Education emphasised the problem of teacher shortage
when he was addressing a congress of the South African Pedago-
gical Society in 1973. The training schools and the universi-
ties are not yet &faining a sufficient number of teachers,
but the position ig“improving (Hartshorne: 1973, pp. 9 - 23).

3.3.3.3. Teachers' Qualifications

Whenever the minimum educational standard necessary to
enter the teaching profession shows a gradual rise, it indi-
cates a recognition of the fact that entrants into the pro-
fession must have high qualifications. The Department of
Bantu Education has recently abolished the Lower Primary
Teachers';Certificate which was a two year professional
training after only Form I. The lowest educational entrance
qualification is now Form III for the P.T.C. as described in
paragraph 3.3.3.2. above. This is still not adeguate. Para-
graph 4.1.4.1. will emphasise the importance of qualifications.

. The Department of Bantu Education states in its 1974
Annual Report (p. 50) that there is still too high a percent-




age (17,6) of professionally unqualified teachers employed
in primary schools. With the increase in enrolment the
reduction in this group of teachers is gradual. 1In addition

to the newly trained teachers considerable use is made of

qualified married teachers.

The following table {cf Annual Report: 1974, pp. 180 -
183) rewveals the state of affairs in connection with the

teachers' qualifications in 1974:

TABLE 12 : NUMBER OF AFRICAN TEACHERS ACCORDING TO QUALIFICA-
TIONS, 1974.

Republic

Natal |[|KwaZulu as a whole

UNQUALIFIED WITH
{(a) Junior Certificate

and lower 920 1 268 9 701
(b) Technical Qualification 3. 16 58
(c) Matric or Senior Cert. 13 50 357
(d) Degree (Incomplete) - 5 57
(e) Degree (ComEIete) - E 5 47

(£) TOTAL unqualified 936 i 1 344 10 220

QUALIFIED WITH

. t
j .
(g) Standard 6 s 1 110 i 3 359 g 14 378
(h) Junior Certificate 13201 3594 ! 29 467
(i) Technical Qualification 2 ! 4 { 22
(j) Matric or Senior + P.T.C. 239 i 648 4 &59
(k) Matric or Senior + Secon- § ;
dary teacher training 17 92 | 826
(1) Degree (Incomplete) 92 ¢ 214 | 1 204
(m) Degree (complete) 36 159 1 014
(n) Special Qualification 18 ! 37 229
TOTAL Qualified 2 834 , 8 107 51 799
GRAND TOTAL 3770 | 9451 | 62 019
t




These figures reveal that in the KwaZulu school area
more than 50% of the teachers employed are poorly qualified
or not qualified at all. This is bound to affect the quality

of work in“the schools.

3.3.3.4. Teacher-pupil Ratio

Due to a shortage of teachers as described in paragraph
3.3.3.1. and due to a very high rate of increase in the school
population, the number of pupils taught by one teacher in a
class in African schools is high. Taking the grand totals
for the whole Republic of South Africa, the ratio is calcu-
lated at 54,3 pupils per teacher. If we take the figures
for the KwaZulu school area (with which we shall be dealing
in the empirical section) we f£ind the following picture
(¢cf Annual Report: 1974, pp. 182, 187, 189):

TABLE 13: TEACHER-PUPIL RATIO IN KWAZULU SCHQOLS - 1974

Class ‘No. of Pupils{ No. of Teachers Teacher-

. pupil Ratio
Lower Primary ‘ 377 526 5 013 1l : 63,3
'Higher Primary 151 878 3 397 1: 44,7
TOTAL Primary 529 404 a8 410 1l : 62,9

Forms I - V and

Teacher Training 36 947 564 1 38,3

According to this picture the position is very serious in
the lower primary school. This overcrowding may be one cause
of the high drop-out rate. The picture in the secondary
school may not be as good as it appears because the distribu-
tion of pupils is not the same in all areas. In Some areas

the lower forms are very badly overcrowded.

3.3.4. Pupil wastage and drop-outs

In 1968, Muriel Horrell repor.ed that only about half



of all African children who enter school in sub-standard A
are likely to reach standard II and only about one quarter
reach standard VI. Abouth one tenth proceed to secondary
schools (Horrell: 1968, p. 149).

If we take any two years at random for a closer look,

the following trend appears (cf Annual Report, 1972):

TABIE 14 : WASTAGE OF PUPILS IN THE PRIMARY SCHQOL, 1870 AND

1971

. . Size in next Reduction

Class Size in 1970]| Class | 7..s - 1971 |Wastage | Percent
Sub-A 645 285 Sub-B 511 224 134 061] 20,8%
Sub-B 485 857 std I 451 684 34 173 7,0%
S5td 1 429 550 S5td 1T 342 636 86 914 25,4%
Std II 324 208 std III 283 042 41 166 12,6%
S5td IIT 261 los Std IV 205 114 55 994 21,4%
s5td 1v 186 944 std v l60 316 26 628 14, 2%
sta v 146\§69 std vI 148 374 1l 805 1,2%

P,

"ry

From the table above, it is clear that the major drop-out
areas are in Sub-A, standard I and standard III. It is in-
teresting to note that these happen at two yearly intervals.
This is not a study in Yrop-outs, but the aim is to point
out a disturbing trend whose causes must be found. Since
teacher-pupil relationship might contribute to the holding
power of the school (in the absence of compulsory education)
it is necessary to point this ocut. The apparent wastage is
due not only to drop-outs but alsoc to pupils being kept
back in the iBWGr classes and made to repeat a class. This
points to a problem of teaching and the quality of learning

in these classes.

The K.N.N. Commission (1973, p. 28) in the Transkei,
investigated the causes of dropping out by means of an
opinionnaire administered to drop-outs themselves. The Com-
mission computed the frequency of responses to questions and

arranged these in descending order. From this they deduced



causes related to the individual, the home, the school and
the community. That information merely indicates trends and

a more scientific survey is necessary.

3.4. RESUME

In this chapter, problems which affect the quality of
teaching in their MACROSCOPIC dimensions were discussed. The
socio-economic conditions form the background situation in
which the educational activity takes place. Reference was
made to social factors as treated by Kinloch (1972). The
economic factors as manifested by the concept of the poverty
datum line and the phenomenon of malnutrition were discussed.
Both these factors were shown to influence the quality of
teaching in African schools. The financial provision for
African education was shown to be so inadequate as to affect

the quality of teaching.

Some problems related to the school situation were
descfibed. Theéé problems were those concerned with the
nature of the curriculum. It was necessary to evaluate
briefly the present curriculum used in African schools. The
ﬁedium of instruction has always becen a problem in African

schools, and this was mentioned.

=~

Finally, the problem of staffing shows itself in teacher
shortages, poor qualification of those who are available, and
this emphasises the need for proper teacher training. As a
result of all these problems and others not menticned, there

is a high level of pupil wastage.

In the next chapter, specific factors derived from
studied literature will be described. Attention will be
focussed within the narrow classroom situation where certain
microscopic aspects will be discussed. These theoretical
discussions will enable the investigator to design an empiri-

cal study as described in chapter 5.
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CHAPTER 4

SPECIFIC FACTORS THAT ARE ASSUMED TO INFILUENCE THE
QUALITY OF A DIDACTIC STTUATION

4.1. INTRODUCTION

The purpose of this chapter is to map out some of the
important FACTORS which are indicated by the literature
studied as influencing the quality of teaching in schools.
As pointed out undar the delimitation of the field of this
study, no attempt is made at including all the possible
factors which have a bearing on the quality of a didactic
situation. Research confined to a few variables that are
easily manageable may be considered more scientific. 1In
this investigation one factor will be taken for an empirical
'study. This will be done with a full awareness that the
handling of more factors may have brought out a clearer
picture. It wil{ be suggested under a chapter on: "Sugges-
tion for furthenhgesearch" that some of the factors mapped

out hereunder need their own investigation.

In order to come to grips with the actual factors which
influence the quality of a didactic situation, one has to
start by considering the components of a didactic situation,
and then isolate the factors in relation to =ach component.
In doing so, it is to be remembered that a teaching-learning
situation is an integrated totality. Each component and
cacn factor are related to other components and other fac-
tors to form an integrated whole. A.L. Behr (1971, pp 2 -
36) identifies five components of a didactic situation under

each of which we shall map out our factors.

4.2. FACTORS UNDER THE COMPONENT-"TEACHER"

The teacher is the initiator of a learning situation.



Under this component we can then isolate the following

factors:

4.2.1.' The teacher's academic and professiocnal

cqualifications

To be able to do his task properly: a teacher must
undergo a thorough course of training. J.A.C. Visagie
(1968) who conducted research on the training of teachers
emphasises this point. To be able to teach with confidence,

precision and skill a teacher must possess THREE things:

(a) Knowledgz of the subject matter far ahead of his pupils.
A teacher who is only a shade ahead of his pupils can

never teach with confidence and precision.

(b) Professional skill to awaken a child's interest in
what is being taught and to kindle in his pupils a

- love of learning.

(c) A gosd moral character. diligence, a burning enthusiasm,
a love of children and a love for the country. These
may be called; the teacher's personal qualities.

g

4.2.2. The teacher's living conditions

This does not only apply or refer to comfortable re-
sidence, away from placeg of noise and disturbance, but also
the best conditions of service with respasct to salary, leave
privileges, health services, security of tenure and pension

schemes.

4.2.3. The teacher's interparsonal relations with

other teachers

Morrison & MacIntyre (1969) state that the social re-
lationship among teachers in a school, and particularly the
formation of informal groups among them are relevant to the
work of the school. The pressure from a group for its
members to conform to group norms is likely to influence
teaching behaviocur and their relationships with their pupilé.



4,2.4, The teacher's interpsrsonal relations with

parents

A.L. (Behf.(197l) states that in most school systems
the relationship between teachers and parents is not close
enough. Many parents, particularly in the lower income
groups, especially if they have experienced failures them-
selves, view schools as hostile and forbidding institutions.
Sometimes the relationship between the teacher and the
parent is a delicate one. This occurs when there is a dis-
agreement between the teacher and the parent, in regard to
the child's ability, motivation and behaviour. An interes-
ting case to illustrate this point was reported in the
Natal Mercury of the 30th March 1974 where a parent defied-
the Provincial Ordinance relating to school attendance, and
removed his children from school. This parent said that he
was dissatisfied with the standard of teaching in the school.
This may be an extreme case, but many parents may be at
various levels of disagreement with schools and this may
affect their children in various ways.

.,
4.2.5. The teacher's interpsrsonal relatiocas with

pupils

This is a factor that will form the main item of
empirical study in the present investigation and it is de-
"scribed in fair dstail under parayg. aph 4.7. below.

4.3. FACTORS UNDER THE COMPONENT "PUPIL"

4.3.1. The children's satisfaction of needs

The physiological needs for food and drink, protection
and rest must be satisfied in order to maintain life. A
child deprived of these needs cannnt learn adequately.
Security needs are satisfied when a child is aware that

people show affection for him as a member of a group.



Esteem needs involve striving for success, Superiority, re-
cognition and approval. The child derives pleasure in the
successful completion of a task. The success serves as a
motivating force towards further development. Cognitive
needs include the need to explore, to know and to understand.

4.3.2. Pupils' exposure to concept-forming axperiences

A.L. Behr (1971, p. 10) states that concepts develop.
gradually and within limits, but their formation is aided by
the type of experience to which the child is exposed. Birch
and Gussow (1970, p. 268) put the case very clearly that there
is a general conviction that poor children fail in school
because their early experiences had not offered them a fun-
damental background necessary to school success. It is very
difficult to transmit concepts from the teacher to the pupil
by mere talk and explanation. Such a procedure will result
in mere verbalism and rote learning by the child, leaving
erroneocus impressions that the concept has bsen grasped.

The teacher must provide a range of spscially selected ex-
periences from which®*epncepts can be built by the child him-
self. In many parts of the world it has been realised that
children who were culturally and economically deprivad
through an unstimulating environment and through inadeguate
home conditions like poor. food, bad houasing, were unable to

benefit adequately from formal education.

4,3.3." Pupils' goals and aspirations.

Motivation lies at the root of the pupil's wanting to
learn and persisting in his efforts. Motives are energisers,
selectors and directors of activity. L.D. Crow & A. Crow
(1963, p. 252) distinguish between intrinsic motivation which
originates within the pupil himself in response to some
personal need or urge which he satisfies through learning
the appropriate activity: and extrinsic motivation which
comes as a result of incentives which are set by somecne,
other than the learner. Now, a fundamental source of moti-
vation, intrinsic to all individuals, is the need to explore



and interpret the physical and social environment.
D.0. Hebb (1955, pp. 243 -254) and D. Evans (1967, pp. 195 -
200) found that where learning situations were so contrived
that children had the opportunity to explore and discover,
they showed a liking for school work, spent more than the
usual time at it, learned more and even asked to do addi-
tional work. Children learn more easily, thoroughly and
with a higher degree of interest and motivation through

first-hand experiences.

Birch and Gussow (1970, p. 6) maintain that a child is
an organism with a mind and a personality which, when placed
in a disadvantageous environment, can be bored, frustrated,
understimulated, umnmotivated, unprepared, inattentive, dis-
tracted, hostile and even rebellious. He also has a hody
which can be tired, sick and feverish, brain damaged and
otherwise organically impaired. There is an intimate rela-
ticonship between the biolegy of the child and the characte-
ristics of his environment. The pupils' goals and aspirations
will, therefore, depand upon the degree of motivation he has

developed.

‘k-,_"

4.4, FACTORS UNDER THE COMPONENT - "SUBJECT MATTER"

The sum total of al]l knowledge and skill taught at
school, constitutes the subject matter. It is through the
subject matter that the teacher and the pupil engage in a
pedagogic dialogue. The subject.matter provides the source
for the teaching and learning activity. The quality of a
didactic situation is judged by a dagree of understanding of
the subject matter that the pupils are able to get, and not
merely the possession of facts. Understanding means grasping

the structure of a subject.

The structure of the subject has to do with the inter-
relatedness of the different concepts of that particular
subject and the validation procedures for determining the
truth or adequacy of different ideas involved.



4.5. FACTORS UNDER THE COMPONENT -"LEARNING ENVIRONMENT" o

A condition in the school as a whole and in the class-
room in particular, must exist, that should facilitate
teaching and learning. Without order, no satisfactory
teaching and.learning can take place. The atmosphere that
prevails in a school affects the quality of teaching.

W.A. Kennedy and H.C. Willcutt (1964} examined results of
over thirty studies on praise and blame as incentives to
scholastic performance, and concluded that praise acted as

a facilitator of learning while blame had the opposite effect.

The following factors emerge under this component:

4.5.1. Provision of learning facilities at home
through the availability of a quiet place of study.

4.5.2. The availability of books, periodicéls and

newspapers read by parents.
4.5.3. The size of the family.

4.5.4. Amoun#n

parents.

of assistance given with homework by

Ty,

e

4.5.5. Parental expzctatioas for their children.

4.5.6. The architectural structure of the school
buildings., the layout of tﬂé playing fields and school
grounds, library facilities and other amenities have an
important bearing on the teaching-learning situation. The
classrcom must be so designed that an environment is created
in which children can develop their interests and abilities
and grow imaginatively and intellectually. Concomitant
factors relating to the classroom are its size, ventilation
system, lighting, distracting noises, arrangement of desks

ete,

4.6. FACTORS UNDER THE COMPONENT - THE LEARNING PROCESS

This is the process by which a learner, as a result of



exposure to teaching, acguires new habits, skills, atti-

tudes, knowledge and concepts as well as new methods and

modes of thinking. As a result of this process, an indi-
vidual changes as a parson. Several learning theories have
emerged. They attempt to explain how learning occurs and
what manipulation of the environment is needed to ensure
optimum conditions for effective learning. The learning
theories have been a subject of investigation by psycholo-
gists and educationists. The teacher's methods of teaching
depend on his underlying theory of the learning process.

The stimulus-~response theory, "D=nkpsychologie", the "Gastalt"

and the field theories are some of the theories of learning.

As stated earlier, it must be understood that when we
deal with these factors singly and as the information per-
mits, it is always within the understood context of a reality
in which they are complex and interacting. The mapping out
of some of the factors involved in a didactic situation aim=d

at emphasising this aspect.
-
4.7. DESCRIPTION OF "PUPIL-TEACHER REIATIONSHIP" CHOSEN
FOR EMPIRICAL STUDY

4.7.1. Importance of healthy interpsrsonal relation

-

A teachar’'s skill in her inteipesrsonal relationship
with pupils is by far the most effe-tive determinant in
ensuring that an enduring influence is exerted cn moral
development. First and foremost in the development of a
challenging instructional programme is a good emotiocnal
climate in which rapport exists bztween teacher and the
pupils. In such a programme, emphasis is on guidance of
the children's abilities and interest within educational

géals.

O.A. Osser (1966: p. 9} postulates four psychological
propositions: (a) No behaviour is unmotivated. DBehaviocur
results from psycho-physiological processes that underlie



goal seeking. (b) If a goal is too remote, or is not clearly

parceived, activity ceases unless a substitute goal is found.
(c) No item of knowledge becomes part of a person's total
pattern of knowledge unless there is emotional acceptance
and cognitive understanding. (d) The most powerful and
parsistent human needs are for communication and social
acceptance. In discussing "The social Roles of Pupils and
Teacher and thes Relevance to the Acgquisition of Knowledge"
Oaser (1966, p. 2) says: "Duaring the develofment of the
child, three figures play the major role ... the mother, the
father, and the teacher. If these figures are exp=rienced
as bsnevolent, loving and security giving ... the child will
grow up in good mental health with an accepting yet indepen-
dent attitude to society. If the early authorities are
experienced as punishing, denying, frustrating, the child
will grow up either with a submissive passive set of atti-
tudes, or as a rebellious and destructive citizen. The
quality and range of relationships between teachers and

pupils are of incalculable importance".

Experimental resqéfch has shown that learning and
retention are poor whan the learner is not interested, and
that interest is generated and sustained by social inter-
actions more than by intellectual insights. There is a.
high correlation between a pupil's liking a subject and his
1liking the teacher. Children are affected by and concerned
with the human qualities and the attitudes of the teacher
to them as individﬁals, not simply with his technical skills.

Although C. Burt (1921) expsrienced instances which
provide an argument against the environmental hypothesis,
studies by Bowlby (1952), Spitz (1945), Spitz & Wolf (1946),
Goldfarb (1943), and Ribble(1943) are relevant to any study
that concerns itself with the growth of intelligence, and
particularly academic attainment. All these studies empha-
sise that intelligent behaviour is optimally developad in
a situation of warmth, acceptance, constancy, predictability,

flexibility and fres interaction. These studies confirm




that the quality of the emotional interchangs with the sig-
nificant persons in the child's environment influences the
range of cues to which the child will respond. Burt, nevar-
theless, found that children suffering from environmental
handicaps scored highly in tests of intelligence. O©f
children in "very poor" and "poor" condition 28,4% had an
I.Q0. above 100; 3,1% above 120 and 0,4% above 130. All
these children came from homes of deplorably low intellec-
tual status. The majority had received meagre education.

This short discussion convinces us that a gocd perscnal
relationship in teaching and a close and sympathetic contact
with the children do actually influence the guality of a
didactic situation. Too little friendliness between teach=r
and taught may well provoke resistance to learning. On the
other hand, too much concern with friendliness may mean that
more difficult tasks are never seriously attempted.

4.7.2. The Teacher

As an initiator:of a learning situation, the teacher
is in a position of TRUST and RESPONSIBILITY to help an
immature pupil to develop into a mature person. He directs,

controls, organises and manages a learning situation.

Harold H. Bernard (19265) considers that the school's
most important influence on pupils is provided by thsz
teachsr. He sets thz tone of the classroom and establishes
the mood of the group. He is the authority figure providing
the direction for bshaviour. If well liked he is a model
and consciously copied. If he is disliked pupils may still
unconsciously absorb the manners and attitudes.

An article by Myrtle, M. appesaring in the Teachers'
Encyclopaedia (1966) gives the characteristics of effective
teachers as follows:

(a) The effective teacher makes friends easily, is accepted
by others and enjoys helping them. He is dynamic and
creative, eager for new knowledge and experiences.




He views himself as evolving in process rather than

as a product.

{(b) Hz= avoids, and strives to help others to avoid static
situations and comfortable routines and ruts. He
does not avoid change and the new simply because of
newness. He does not think and act in the same
pattern simply because such ways have worked before.

(c} The effective teacher has wide and varied interests
which enable him to contribute to church, school and

community affairs.

(d} The effective teacher understands human bshaviour. He
places emphasis on learning and the improvement of
behaviour, and not on unrelated punishment.

{e) The effective teacher is well informed and loves
learning. H=z increases the breadth and scope of his
knowledge through study and reading. He furthers
professional growth through discussioans, workshops,
seminars, travel and professional conferences. He is
an active membier of professional organisations and

reads their prdfessional publications.

(f) Effective teachers are creative. The opposite of
creativity is-rigidity and conformity which impede
learning and develcpment and can lead to an avoidance
of responsibility bechuse of lack of confidence and
self-direction. Non~-creative teaching results in
children being afraid to ask questions, afraid to
give a wrong answer, over—dependent upon authority and
bound by rules and requlations.

It would app=ar that personally maladjusted teachers
may or may not affect the personal and social adjustmsnt of
their pupils in an adverse way, depanding on the typs of
overt behaviocur through which the teacher resolves his/her
psychological frustrations. The maladjusted teacher who
makes her adjustments through impunitive (i.e. glossing
over difficulties) and intropunitive (i.e. selfblaming)



patterns of bshaviocur may be extrem=ly unhappy herself,

but has essentially no negative influence on her pupils’
growth and adjustments. However, there is a high proba-
bility that the maladjusted teacher who employs extra-puni-
tive (blaming others) patterns of behaviour to reduce her

psycholdgical tensions will have an undesirable effect on

the psychological growth and davelopment of her pupils.
The children in her classroom will probably suffer from
intense frustration and pain as a result of her aggressive
tendencies through sarcasm, threats, inconsistent episodes

of anger and corporal punishment.

In the final analysis, it is the teacher, as a pe2rson

and as an _instructor, who determines the QUALITY of the
teaching-learning environment. What he/she is, what he/she
says, what he/she doss and how he/she relates to. others and
communicates with them - all these factors determine his/her

effectiveness as a teacher.

4.7.3. Tansz Pupils

Bernard (1965) ggys if the objectives of learning are
to bz realised, a pupil must first like his teacher. If he
learns to dislike hard work, books, schosl and teacher, the
enterprise of education must, to that extent, be considered
a failure. N

The monumsntal task of the school is to recognise the
spacial needs of children on an individual basis and to
maXimise their educational opportunities. To accomplish
this, a school should offer individualised instruction,
smaller classes, the most up to date instructional materials
and ancillary professional services.

Discussing the components of a didactic situation,
P.A. Duminy (1968) draws our attention to the nature of

children as follows:

{a} The Lowar Primary schoosl children are emotional,
unbusinesslike, inefficient, have little self-



discipline and have no independent working habits.
Therefore, the teacher must initiate, organise and
control all classroom activities and let the pupils

merely imitate.

(b) Tne Upper Primary school pupils are less emotional
and more critical attitudes develop. Dasire to tackle
problems independently and desire for teamwork develop
. fast. Therefore, teachers must encourage independent

activity, and group co-opzration.

(¢) The secondary school pupils experience rapid physical
growth. The social, emotional and intellectual reguire-
mants have important didactical implications. These
pupils have a strong urge towards independence. They
develop fixed attitudes towards teachers, subjects,
activities, methods and learning. They become aware
of their abilities, and limitations. They reguire real
intellectual challenge. The empirical investigation is
directed towards these three levels of schosl pupils
in ordsr to find out how they react to the teacher-pupil
relaticnships.%é the urban and rural situations.

Bernard (1965:p.453) has this to say: "All over the
country, the attitudes, adjustments and beshaviour of pupils
are being influenced by the behaviour, skills, methods and
attitudes of teachers. Children and adolescents who have
exparienced difficulties at home and in school, have revealed
improved ability to adjust when they encountered teachzrs who
ware capable of giving them responsibility. Boynton and his
associates found, from a study of 70 teachers and over a
1 000 fifth and sixth graders, that children bagin to be
affected by the characteristics of teachers in pesriods as
short as two months. The pupils who had stable tecachers
showed markedly good mental health and emotional security,
while those with tense and unstable teachers revealed paor
mental stability on every measure."

Allen (1959) found, however, that boys and girls value
most highly the teacher's compatence as an instructor. Thay



also wanted their teacher to make lessons interesting, take

a joke and be friendly and approachable.

Musgrove and Taylor (1969) also found that pupils expect
teachers to teach. They value lucid exposition, clear state-
ment of problems and guidance in their solution. Personal
qualities of kindness, sympathy and patience are secondarily
appreciated by pupils only if they make the teacher more
effective in carrying out his primary task. Hollis conducted
research with over 8 000 children of different agss in both
-mixed and single sex schools. Tnhe characteristics of teachsrs
which children most highly valued was the ability to explain
difficulties cléar}.y. Then camz2 sympathy, fairness, humour,
readiness to accept questions, wide interest and firm disci-

pline.

Questions which will be used in the empirical study
will be derived from this theoretical background. It is
postulated that hostility to teachesr and school shuts off
desire to try. Acggmulation of such antagonistic feelings
adds in time to a pé}son's characteristic attitudes and
values. The school situation and atmosphere must bz such
that, on th= one hand the pupils will feel free to do their
own bast thinking and acting, and on the other hand, they
will be challenged so to think and act. The cultivation of
a really constructive atmosphere is the crucial task of
school and teacher. It is an atmosphere of friendly group
relationships to opan the pupil's heart to constructive

thinking and azting.

4.7.4. Hypotheses of this study

The main hyposthesis in this study is that the child's
educability is influenced by the relationships ha has with
his environment. This environmsnt consists of people wha
are important to him, namely teachers and parents. This
environment also consists of the phvsical setting of the
hom=2 and the scheool. A further hyposthesis is that this
‘physical setting is different in an urban from a rural area,



hence a CQMPARATIVE study. This study is motivated by a
conviction that the essence of a didactic situation is a
REIATIONSHIP between the teacher and the pupil. The purpose
of this study is to ascertain the relationship between urban

and rural pupils on the one hand and their teachers on the
other. This is done by means of a questionnaire comprising
general questions relating to themselves and their situation.
The study is framed in such a way that it should be able to
determine whether this relationship is affected by the pupils'
place of residence, their class, age, sex, father's level of
education and occupation, number of siblings at home, parents'
and children's aspirations (see also paragraph 6.2.5.).

On the basis of the theoretical expositions outlined
in chapter 1 and the above rationale, the following hypotheses,
formulated as null-hypotheses, can now be postulated:

THERE ARE NO SIGNIFICANT DIFFERENCES IN THE PUPIL-TEACHER
REIATIONSHIPS BETWEEN URBAN AND RURAL PUPIIS,

1. (a) who are in standard 6
{(b) who are in Form TIII

2. (a) who are 11™ 14 years of age
(b) who are 15 - 17 years orf aga
(¢) who are over 17 years of age

3. (a) who are male
(b) who are female
4. (a) who were born within the area in which the
school is situated
{b) who were born withoat the area in which the

school is situated

5. {(a) who reside in their own homnes
(b) who reside outside their homes

6. (a) who stay with th=eir parents
{b) who stay with relatives or other people

7.- (a) who have up to 3 siblings at hom=
(b) who have 4 or more siblings at homs



8. (a) whose parents do skilled or professional work

{(b) whose parents do unskilled work

2. (a) Who study in their own rooms at home

{b) wno study in a commnon room at home

10. (a) who use good light for study at home _
{(b) who use poor light for study at home

11. (a) whaose surroundings are noisy

(b) whose surroundings are guiet

12. (a) who have reading material available at home
{b) who have no reading material available at home

13. (a) who are encouraged by thair parents with homework
(b) who are not encouaraged by their parents to do

homawork

14, (a) whose parents’® educational level is primary
school education or none
(b) whose parents' educational level is sacondary

school education or above

15. (a). who have breakfast every morning
(b) who have n®». breakfast in the morning

16. {(a}) who have lunch at school
(b} who have no lunch at school

17. (a) who sometimes or always feel hungry at school

(b) who never feel h&ngry at school

18. {a) whose parents' aspirations for them are high

(b) whose parents' aspirations for them are low

19. {a) who have high aspirations of their ocwn
(b} who have low aspirations

20. (a) who desire a professional career

(b) who desire a carcer of only skilled work.

4.8. RESUME

In the final analysis, it is the interaction that takes
place between the components that comprise a didactic situation



that determines the quality of teaching. In this chapter,
the five components of a didactic situation viz. teacher,

pupil, subject matter, learning environment and learning
process were discussed with reference to the factors that

might affect each one of them.

The importance of interperscnal relationship, particu-
larly between the teacher and the pupil was stressed. On
the basis of these theoretical expositions, the null-hypothe-
ses were formulated, and these will be tested by means of

the empirical study.

In the foregoing chapters we have now given the theo-
retical background to the problem at hand, and we have
outlined clearly the one factor to bz investigated. 1In the
next chapter, a description of the expsrimental investiga-
tion will be given.
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CHAPTER 5

AN EXPERIMENTAL STUDY OF PUPIL-TEACHER RELATIONSHIPS

5.1. INTRODUCTION

The study and cutline of the theoretical discussions so
far helped in providing the background for clarifying the
problem and put it in clear focus. This background also
helped in the formulation of guestions which were included in
the questionnaire. The interpretation of data will be based
on the theoretical assumptions provided by this study of the

background factors.

The researcher's perscnal experience made him aware of
the probiem and made him desire to investigate it. This ex-
perience brought the researcher into direct and intimate con-
tact with schools, pupils and teachers in both urban and ru-
“ral situations. The factors that are described in this re-
search are first suggested by the literature studied and then

by the researcher's personal experience.
ﬁ“

5.2. SAMPLING "~

5.2.1. The choice of an apprepriate samnle

The school inspection circuits, from which a sample of
eight schools was taken, are in two different arcas. The
Mtunzini circuit is in a rural area with little urban influence
except that some male members lecave their homes to seek em-
ployment in urban areas and from thence come back with some
urban influence. The other area is the Umlazi inspection cir-
cuit with schools which serve the children of people who work
in the industrial area in the metropolitan city of Durban.

Both groups are Zulu-speaking and, therefore, derived
from the same ethnic stock. This choice of sample affords




an opportunity to include a full range of socio-economic
levels of cultural differentiation. The schools were ta-
ken at random at the various wards making up each area. It
was intended to take pupils of the final years in the

Lower Primary (i.e. standard II) Higher Primary (i.e.
standard vT) and Junior Secondary (form III) in the two

contrasting areas. BHowever, after the pilot study, it was
decided to drop the standard 2 pupils for reasons given
under the description of pilot study in 5.6.1. The follo-

wing sample was used:

TABLE 15 : SCHOOLS AND PUPILS CHOSEN FCR THE EMPIRICAL

INVESTIGATION
URBAN RURAL
(Umlazi (Mtunzini)
NAME OF * NAME OF
CLASS SCHOOL PUPILS SCHOOL PUPILS
B G h‘otal B G tl‘otal
Higher Primary|Mafumbuka| 18 [32] 50 Khandisa | 21} 29| 50
{std 6) Manzo-
’ ~lwandle | 22 | 28] 50 Ongoye 25 257 50
sub-tokall 40 |60]100 46| 541100
Secondary Menzi-—
Schools High 25 125) 50 Mghawe 20} 304 50
(Form III) Swelihle | 30 {20{ 50 Ongoye 26) 24; 50
Sub-total| 5% [45[100 ; 461 541100
i
TOTAL 95j105|200 || TOTAL 92{108 {200

Rll the schools chosen are day schools and have no boarding
facilities. Therefore, all the pupils reside in their own
homes or are lodgers with friends and relatives.

5.2.2. Representativeness of the sample

5.2.2.1. Basic_ statistics about schools in
KwaZulu and Natal

In order to show the representativeness of the sample
chosen, the following basic statistics, in respect of the num-~

ber of Inspection Circuits in KwaZulu and Natal, in relation



to the numbers of schools, teachers and pupils., are given
(1973 Statistics issued by the Department of Bantu Edu-

cation}:
TABLE 16: BASIC STATISTICS ABOUT AFRICAN SCHOOLS IN KWAZULU AND
ITATAL, 1973.
Ewadulu Natal
Number of Inspection Circuits 22 7
A. Number of Schools
I. Lower Primary (Sub~A - Std II) 468 458
Higher Primary (Std IIXY - Std VI) 75 30
Primary (Sub-A - Std VI) 801 364
Special School 1 -
Post Primary schools 90 32
' 1435 884
-- has A L i L L S v S o . —— - - = — ™ =
IT. Post Primary Sections:
Junior Secondary (Forms I - III) 70 21
Secondary (Forms I - V) 16 8
Technical 2 -
Teacher Traiéing 4 3
Advanced Technical 1 _—
Vocational 4 3
B. Number of teachers
Lower Primary classes® 4 203 1 911
Higher Primary classes 2 733 1107
Secondary and Teacher Training 314 325
Advanced Technical Training 4 ———
Vocational 63 7
Special school- 18 ———
TOTAL 7 835 3 350




¢. Number of Pupils |
Lower Primary Classes

Higher Primary Classes
Junior Secondary
Senior Secondary
Technical Secondary
Teacher Training
Advanced Technical
Vocational Training
Special School

KwaZulu
318 710
124 077

24 094

2 401
100

1 319
65
958
194

471 918

Natal
129 109
44 481
7 042
795

181 956

5.2.2.2. Proportion of Saﬁple

+to the Total

School Population

In taking 400 pupils as a sample out of a populatioh of

over 400 000 pupils. it becomes clear that the sample consists
of one pupil out ofaévery I 000. Two primary schools and two
secondary schools werd chosen at random frqm each of the urban

and rural environments of Umlazi and Mtunzini respectively.
At the urban area of Umlazi there were 19 higher primary

schools in 1973, out of which two were chosen.

This represents
more than 10% of the highér primary schools in this area.

In

the rural area of Mtunzini there are 16 higher primary schools
out of which two were chosen, representing 12%% of the total.

There are eight secondary schools at Umlazi (in 1973).
Two of these are senior secondary schools and one has boar-

ding facilities. 1In the Mtunzini area there are three secon-
dary schools, two of which are boarding schools.
areas boarding schools were not chosen because this study in-
tended amongst other things, to find out the home conditions

In both

of the pupils. Therefore, one secondary school which is a

day school was available in the Mtunzini area.

Another school

to represent a rural area was chosen from the Ndwedwe Inspec-

tion Circuit which is also a rural area.

This is justified
by the fact that the main point is to compare urban and rural
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It is not important that these two schools do

conditions.
What is of importance to this

not come from the same area.
study is that they both are rural.

5.3. METHODS USED FOR DATA GATHERING

In order to combine the advantagesof the questionnaire
and the interview, both methods were used. The questionnaire
was administered by the researcher personally after esta-
blishing the willing co-operation of the respondents who
answered the questions in the presence of the researcher.

5.3.1. The interview

If questionnajires are handed out and answered by the
respondents at their own leisure, it is difficult to obtain
full co-operation. R.M. Travers (1964) says interviews re-
port less than 5% refusal to answer questions whereas returns
from posted questionnaires rarely exceed 40%. What is more,
those who answer questions omit answers to some questions
through either forgetfulness or distate for facing a parti-
cular issue, or throubh not understanding the question. The
researcher, therefore, decided to wvisit the schools personally
and confront the pupils in order to explain and answer ques-
tions concerning the purpose of the study, put the pupils at
ease in a way that may not have been possible with a pure
questionnaire technique. It was thus possible to build up
feelings of confidence that made for co-~cperation and truth-
fulness on the part of the pupils. This interview was, how=-
ever, not individual but with the whole class at the same time.

5.3.2. The Questionnaire

The method and procedure of the interview followed, as
described above, is not an interview in the strict sense of
the word. A strict interview is a procedure where an inter-
viewer sits with an individual interviewee and obtains a rich

data reflecting the individuality of each subject in a more

personal way than the questionnaire. However, it was decided



to use the questionnaire for the following reasons:

(a) Tt is impractical and less efficient to interview
many people in schools because of the time involved,
need to preserve anénymity and diversity of data
sought. In this case, the researcher took about
40 (forty) minutes to get a group of 50 pupils to

complete the questionnaire.

{b) Field work must be completed within a brief period
between examination time and the end of the term,
or at the beginning of the year before schools

warm up to more serious work.

() Access to schools is not easy to arrange. The
questionnaire enables maximum use to be made of the
limited time which Inspectors and Headmasters could’
reasonably allow a researcher to remain in their
schools. By using a questionnaire, a large number
of children could be included, thus affording ade-~
guate numbers upon which to base conclusions.

(a) The questionnaire method affords a good measure of
objectivity in“assessing and coding the responses
of pupils. It also enables ths pupils to react to
identical stimuli and record these at their own pace.

5.4. DESCRIPTION OF 'THE MEASURING INSTRUMENT

5.4.1. The Questionnaire Items

" Items which reveal the children’s interaction with their
physical and social envirormment were formulated by the re-
searcher. Variables discovered from the literature studied
which have some bearing on the learning behaviour were:
environment, class, age, sex, family size, parents' level
of education and their occupation, nutrition, goals and aspi-
rations. These factors govern such relationships as under-
standing. hostility. discipline, sharing of interests, moti—~

vation and learning. Since the initiative in creating the



essential pedagogical relationship of trust springs from

the teacher as the adult who believes in the significance of
1ife to which he wishes to introduce the child, the teacher
must accept the pupil with warmth. To be pedagogical, the
entire teaching and educational activity must be planned
and executed to achieve the ultimate educational goal. As

a result of this consideration the questionnaire items are

directed at the pupils in relation to their teachers.

5.4.2. Rationale for the choice of the guestionnaire

items

Appendix I,B shows the questionnaire that was adminis-
tered to pupils. The following discussion gives the ratio-

nale for the choice of each questionnaire item:

5.4.2.1. General Quegtions

Question I. it was explained in chapter 1, paragraph
1.6.3. that this research would include an urban and a rural
area in order to find out whether these two environments

exert a different influencc on the pupils.
M,

't

Questions 2 {(class), 3 (age) and 4 (sex) are the general

independent variables that are important to keep in mind in
an investigation of this nature. A brief explanation of the

reason for their inclusiqn is given in paragraph 5.4.1.

The K-N-N Commission (1973, p. 36) found that there were
more male drop outs than females in poor neighbourhoods, and
more female drop-outs than males in areas of socio-economic
advantage.

Question 5, Place of hirth.

It was necessary to find out whether the pupils were born

within or without the area in whi ch the school was situated.

The K-N-N Commission (1973, p. 36) found that migration by
family from place to place accounted for 1,4% of drcp outs,

There may be many reasons for this phenomenon of drop ocuts.



For purposes of this investigation, it is assumed that if
a child is born in one area and subsequently moves into
another area, particularly after he has entered school, he
must learn to-adjust himself to the new environment. This
need to adjust may in some cases result in maladjustment

which may reveal "itself in the manner in which he relates to
his teachers. If the resulting relationship is not friendly,
the quality of learning will be affected.

5.4.2.2. 8Schoocl-based Items

Questions 6 - 15. Among the school-based causes of
dropping out, the K-N-N Commission (1973, p. 36) found that
low teacher morale, lack of motivation to work hard accoun-
ted for 1§;Zﬁ-°f the drop outs. Harsh treatment accounted
for 12,7%. Poor teaching accounted for 5,5%, poor organisa-
tion and lack of supervision by the Principal for 13,7%.

The present investigation assumes that if the teacher's
manner of handling a didactic situation is not friendly, his
relationship with the pupils will be poor, and this will affect
the quality of learntmgs.

5.4.2.3. Home-based Items

Questions 16 - 27 are related to the home. The K-N-N
Commission found that the low socio-economic status of the
family accounted for 68,4% of drop outs. Children of the
upper classes were said to be persisters or stay-ins, and
those of the lower classes dropped out of school in large
numbers.

The occupation of the father, as well as the type of
residential area and source of family income, seemed to be

the major factors affecting drop outs.

It is assumed in this study that a teacher will usually
find a problem in handling pupils from a poor home environment

and whose family circumstances make it difficult for the child

to cope with school work. Whereas we are not dealing with
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drop outs here, we take it as an indication of the problem

that may affect the teacher-pupil relationship, and conse-
quently, the quality of learning. The description of the
socio-economic conditions on the macroscopic level in
chapter 3, paragraph 3.2. provided a background to this

point.

It is conceded that some items e.g. item 22 viz, type
of light, are very remotely connected with teacher-pupil
relationship. It is, however, assumed that any situation
that affects the child's facility for learning will also
affect his relationship with his teacher, and consequently

affect the quality of his learning.

It is also necessary to explain here that items 18 and
19 refer to skilled work. This is described in paragraph
6.3.8. of this investigation. The definition of skilled work
is not precise. For purposes of this investigation this con-
cept has to be broadened to include any occupation for which
post-standard 6 education is a pre-requisite. The reason for
this decision is that thexre are so few Africans doing skilled
work that they are imgignificant. Therefore, an arbitrary level
had to he drawn to separate those who do completely unskilled
type of work and those who do work which requires some skill.
Usually primary school education (which ends in standard 6,
for Africans) is thus taken to be the minimum requirement for
being able to get a skilled job. This does not mean all people
with standard six do skilled jobs: nor does it mean people
without standard six cannot do a skilled job.

5.4.2.4. Individual-based Items

Items 28 - 34. The emphasis was on food and nutrition.
The K~N-N Commission (p. 36) found that starvation, hunger and
poor health accounted for 30,5% of drop outs. Low need for
achievement accounted for 17, 5%.

It must be emphasised, in conclusion, that these items
are assumed to indicate the relationship that exists between
the teacher and his pupils. Some do this to a greater extent,



others to a lesser extent.

5.4.3. Description of the Coding Procedure

Thirty four questions were fbrmulated and included in the
questionnaire. Since the punch card machine was to be used
in calculating the frequencies, each question was allocated a
column number {(C) which corresponded with a column in the
punch card. Questions were framed in such a way that a respon-
dent could choose one from two, three, four or five alterna-
tives. Each alternative in each question was given a code
number (D) which corresponded with a number in the punch card.

TABLE 17: CODING PROCEDURE

A B C D
No.j Item Code No.
1. {Place where school
ig situated 7 Urban Rural
1l 2
D I S Y S — P
2. |Class of pupib., 8 stda 2 | std ¢ | Form III
T - - R —_—-‘.'_ A - :‘T ___________ -1
- A i
3. ‘[Age of pupil. 10 1| 7210 11-14 | 15-17 | Over 17
4. |sex of i1 N
ex pupl 2 Male FPemale
1l 2
————————— —caan — — ——l_———-u———l--n——ﬂ\-n----———-—ﬁ--—————-'-“—--—_“
*
5. |Place of birth e
e 13 Within wWithout
1 2
6. JAtmosphere in cl 1
sphe crass 6 Always Occasion- Seldom|
nally
1 2 3
7. (Interest in class {17 1 2 3
8 Teacher's encouraging | 18 1 2 3
discussions )

* See Chapter 5, paragraph 5.4.2.1. and Chapter 6,
paragraph 6.3.4.(b)



A B c D
No. Ttem Column Code No.
No.
9. | Teacher cheerful- 19 _ -
ness Always Occass. Seldonm
1 2 3
10. | Teacher assisting
with problems 22 Alyays Occgss. Seédom
e - o el o . o - —— o e S . P, i O s
11. { Punishment given 23 Always Occass. Seldom
1 2 -3
i e e o s . e i e e s . e v e e e e . S o o . S . S . o Y S o o S o T .
12. {Children fearing
to ask questions 24 Al¥ays Occgss. Seédom
13. | Teacher's irrita-
ting mannerisms 27 Al;ays Occgss. Seédom
14. | Teacher's explana- .
tions understocd, | 28 Yis 20
- - —— - P —— ——
15. {Children's liking ,
for their teacher|{ 29 MECh ngtle Ngt
16. |Children's plac .
of residencg e 33 Own home {Relative| Stranger
1 2 3
b - - ——— — S P — S — ——— - g T - —— -.———_i
17. {With whom
children stay 34 Bothlparents One None
2 3
h sy e g Sk - = -
18. {Father's jo : )
er’s Job 36 £rof.|Skilled | Unskilled
1 2 3
19. [Mother's job 17 .
] 3 Prof.|Skilled | Unskilled
1 2 3




A B Ko D
No. Item Column Code No.
No.
20. |¥No. of children 39
at home None 1-3 4 and over
1 2 3
21. (rlace of study 40 Study room | Common room
at home 1 2
————— Poas. e — — i e e =y . W S S — S — -— —---ﬂ
22. |Type of light 42 Candle|Paraffin |Electricity
used for study- lamp
ing at home 1 5 3
—————— e o — —— —— - —— . e . o T ——— —— . 1 —— — — )
23. |Presence of dis- a3
turbing people Fre%uent Occass. Never
during study _
_____ j I N e e ot e o 1 . e e e R e e e e ]
24. ?::§i2blé;§§r§§1 44 Daily Occass. Never
2ding 2, 1 2 3
o - _...hs._'.'-...- ________________ - - pE—
25. [Parents encoura- 47
{ging children Fre%uent Occgss. Never
with homework
————— -J-—-————-—-——-—-—-—--———-----—--—————-L—-——————-—-———-———-—-—--—--—-—-—-—-..—-—.—-»—-
26. jBducational le- 48 None L.P. H.P. Sec. Univ.
vel of parents l 2 3 4 5
27. [Presence o 52
no?sg ai hgme Always QOccass. Never
1 2 3
28. |Type of break- 53 . .
fast eaten Mealie | Bread | Left Nothln9
over
1 2 3 4
- — e —— — Y it S o — e S < — e e s s e S o s e T — T — o . . T Y iy -
29. |Hunger at school 55
_ ] Alyays Occass. Never
2 3




» ‘B o b

No. Item Column Code
No.
30.| Where 1g§ch 57 Sch.meals|{ From| Shop{ None
obtaine home
1l 2 3 4
- — - . S 0 _
31.| Parents' aspira-
tions about child's ITm. Stg & FormBIII Qzal.
time of leaving
school 61
32.f Child's own aspira- :
tions about time of Imm. Std 6| Form IIT | Qual. !
leaving school 62 1 2 3 4 :
L) P ’ -
33 siigg g§ Z§§§aée 6E At home|Near home| Far from
home
1 2 3
34.| Profession or . 67 Professional =11
trade desired by Busi
child N usiness 2
T Clerical 3
Service =] 4
Manual labour =15

Code numbers were then transferred to a coding sheet for
each questionnaire. Each coding sheet contains 80 sguares
corresponding to the spaces provided in the punching card.

5.5. STATISTICAL TECHNIQUE EMPLOYED

To compare means to examine so as to perceive similari-
ties or dissimilarity and to state this resemblance or diffe~
rence.. As statgd under the section on limitations (par 1.6},
the analysis of data may not bring out significant results

because the mechanistic presuppositions of science cannot be



e:slgnificant 4in the. fieid of education.. Nevertheless.the ,

ofy s

t tlstlcal_analysls,of data wlll Jbe-used. -

,1_ ‘." - z ("\i!a'- P i

For. H?oses.of*thlsmstudy. th Tes;hfor two or "k
o3 2 .

iassea re
ilndependent samplesly}ll be used._ Slegel (1956 p.l) states:

- .x‘l}*“ &“ “1 g ;}..-A-.s--i_a' WL T
g In statistical 1nference. we are concerned with

.ﬁr?“eahow t&draw a’ conclusion about a ‘large number of
“éraanevents. on.the basis of observations of a portion
=~ off them._ Statistics provide tools which formalise
andistandardlse our procedures for’ ‘drawing conclu-
“sions. The procedures of statistical inference in-
m\-,rtroduoe order into any attempt to draw conclusions
A£2023 fyom ‘evidence-provided by sample. "“A’ common problem
n for statistical inference is to determine, in terms
-+ of probability, whether observed differences between
. v samples signify that the populations sampled are
ﬂ~—-»themselves really~d1fferent The procedures of
- statistical:inference enable us to determine, in
b O YTS - of’probablllty, ‘whether the observed diffe~
_nﬂrence is within-the range whch could easily occur

{?1Q - ‘by chance or whether it-is so large that it signi-
o ~~«~*f1es -that-the - two samples are probably from two
different populatlons." - Loyl
A _ -i
S» '-i“r 1"" {

. ”chose the )C Test because 51egel says (1956: p. 104):
- “When the data of research consists of frequencies
~ —in.diserete ggtegorles the X* test may be used to
" determine the™significance of differences between
‘two: independent groups. The measurement involved
. .,may be as weak as nominal scaling. The hypothesis
"' "under test.is usually that the two groups (in this-
v~ vase the urban and the rural group) differ with re-
. 8pect to .scme characteristic and,therefore, with
“respect to the relative frequency with which group
ot ~rmembers- fall in several categories. - To test this
hypothesls we count the number of cases from each
‘group which fall in the’variocus categories, and
wcompare the proportion of cases from one group in the
various categories with the proportion of cases from
the other group "

TeRiLAn
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5 6.1. THE PILOT STUDY

Ty P .
STOWGE Loiprt by o -

q; thee Pchools from the urban area of Umlaz1 and three

schools from the rural area of Mtunzlnl were chosen for a

T




pilot study. Pupils from the three levels of developments
namely standard two {10 years of age}. standard six

(14 years), and form III (17 years of age) were selected
to test the meaningfulness of the draft questions. Whole
classes were used in order to test and include all ability
ranges (though ability was not a consideration in this
research) and to keep the classes intact so as not to dis=-
organise the school. Table 17 indicates‘the classes,
schools and pupils selected for the pilot study.

TABLE 18 : CLASSES, SCHOOLS AND PUPILS SELECTED FOR A PILOT

STUDY
URBAN RURAL
CLASSES SCHOOCL tNO. 92y 5CHOOL NO. OF
PUPILS PUPILS
Standard 2 | Inselele 56 Khandisa _ 48
Standard 6 |Manzolwandle 50 Khandisa 40
Form IXII Swelihle 48 Ongoye 42

‘:.1

Care was taken that the classes used for a pilot study
would not be used.again for the actual study after the proce-
dure for the administration of the questionnaire had been de-
cided upon. The pilot study was conducted at the end of 1973
after examinations, and the actual study was conducted at the
beginning of 1974 when the pupils who were in these classes
had moved up to the following classes.

During the pilot study, the researcher wished to deter-
mine the time to be allowed for administering the questionnaire,
and to evolve the best method of doing so. Pupils were allowed
to query and comment on the questions in order to discover
whether these items were sufficiently intelligible to them.

It was found that the pupils in standard 6 and Form III
were able to answer the questions properly. It was necessary




to explain and translate some words into Zulu for clear
understanding.; However; it was found that the standard 2
~pupils had difflculty in follow1ng the questxons that were
| written’ iaﬂﬁﬂéf1§ﬁ1e;en when these were translated into
Zulu durlng the actual admlnlstratlon. "

{0 ‘f\'_‘r’f_ﬁz “"1‘"\ ¥

kY

It was. not, Just a matter of language._but also that the
_ uplls were not used, to the procedure of hav1ng to think in-
‘--dependently and to, declde on their own. This confirmed the
:f?Vobservatlon by P.A. Dumlny reported in paragraph 4 7.3.(a)
‘f?of this study?§'1t becamewéiear that they had not matured
' enoughu*” heﬁéble ta make up the;r ‘minds what their choice
was’ goingit e>in respect of many items. When, for example, .
a few ?5 5skga?1 dl%idﬁally- "Does your teacher make

classwerk interesting? they would answer' "I do not know.™
* 3 '\b!fvﬁik ?’gri‘ll.au‘ ;} ] i-

4 Mo 5(1970, p. 251) states that the. use of the ques~
t;onnalre ?”E thgﬁﬁeQEQFEEEhE 6F" attitudes and feellngs h
ralses thggvery Bertfnent questlon.F'“Does the person under-
;5? £3ng hiﬁgglfQSufflciently?"i The'’ questlonnaire calls for a
*ﬂsubstantxal e&ucatlonal background '{f it 1570 be answered
"Tadequately. eAbram.s (1951) ‘quoted by Moully, ‘says 90% of the.
*?ipeoPle misfhterpret Ia%”ﬁf ‘the’ questlons. and that at least
© 10%"of"tn&” pedpls misintarpret 90% of the questions. It was
Jfffor this clear reason that the researcher decided to drop
" the standard two pupmls as being too’ young to be able to under-
' . stand themselves in relatibn to their teachers. It was also

[r ¥ l_

- for_ thls reason that the researcher decided. to have the pupils

. answer. the questions 1n hls presence so as to eliminate, as
far as 90551ble, the p0551b111ty of misinterpreting the ques-
tions.

e R
e

f Asfe;resﬁlﬁ'of this pilot study experience, it was deci-
ded that the following procedure would be followed during the
actual admlnlstratlon of the questionnaire:

-

(a) Each questlonnalre 1tem wculd be read out to the puplls
by the researcher.:t. ) .

Yooy

.



(b) The question would be explained in order to make sure
that the pupils understood what was required.

(c) The pupils would then be given enocugh time (about one
minute) to think and decide on their answer.

(d) After the researcher had established {by observing them)
that they were all ready to answer the question, they
would then be instructed to put a tick in the space
next to the answer they chose.

This procedure was practised several times in order to

make sure that it was standardised. ~

5.6.2. The Actual Study

5.6.2.1. Permission

This was first secured from the Circuit Inspector in
each of the two areas. One trip was undertaken to Umlazi to
request the Headmasters to allow the researcher into their
schools and make appointments for a definite date and time.
One tfip to each g% the four schools was necessary in the
Mtunzini area to make these appointments. The researcher
received excellent co-operation in all the schools.

5.6f2.2. Administering the questionnaire

At the appointed time the researcher would be introduced
to a class. The pupils would then be told the purpose of the
research as an investigation designed to find out how they
learn in their school, so that, having found out the things
that worry them, they would be helped to learn more effective-
ly and comfortably. They were told that this had nothing
to do with examination passing or failing their particular
class. In every case this announcement was always met with
a sigh of relief on the part of the pupils. A joke would
then be told in order to get them to laugh and relax and thus
rapport would be established. They would then be told that
what they write must be truthful and honest; that they would



not write their names anywhere and, therefore, need not fear
anything at all. It was explained that the question would
first be read by the researcher, then explained, after
which they would be given enough time to ask if they did
not understand. They would be given a chance to think and
decide what answer to choose from amongst those provided

or, in some cases, supply one of their own, and then make a
tick in the appropriate space. This procedure worked very
well indeed and each group took between 35 and 40 minutes.
Moully (1970: p. 258) states:

"Although one may adopt as a rule of thumb that
a2 questionnaire should not take more than half
an hour of the respondent's time, the time
factor must be considered in the light of the
nature of the topic, the loyalty of the group
contacted and the other facts - many of which
are of greater importance than time itself™.

After completing the questionnaire, pupils were
asked to express themselves freely on what they liked or
did not like at their school. They were also requested
‘to state their preference of the medium of instruction.
The report will be given on the chapter dealing with the
"presentation of evidence”.



5.7 TABLE 19:

SUMMARY OF TEST SUBJECTS'

RESPONSES

(See Appendixes 1 - 20)

1 2 3 4
TOTAL
INDEPEN- NUMBER PERCENT
DENT VA- 1OF MEAN | OF CHI-
NO.) RIABLES | PLACE} CATEGORIES!PUPILS, SCORES! 2 TO 1 |SQUARE
)
; = 2
] n X % X
_ Urban{ Std 6 100 79,8 79.8}_ 0,0197
1 | cLASS Rural] Std 6 100 79,6 | 79,6
Urban| Form IIX l1oo 68,0 68,0} 0,1085
Rural| Form III i 100 64,8 | 64,8
- 5;,_4.‘ !
1 ]
|
Urban| 11-14 yrs | 74 58,0 { 79,7 0,0522
Rural|ll-14 yrs 33 26,4 80,0
2 | AGE Urban| 15-17 yrs ; 96 €8, 5 71,4( 0,098
Rural|15-17 yrs {104 | 77,3 | 74,3,
UrbanfOver 17 ! 30 | 19,8 66,0} | 0,0065
RuralfOver 17 | 63 i 42,6 | 67,6}
|




TOTAL
INDEPEN- NUMBER PERCENT
DENT VA- OF MEAN |OF CHI-
MO, RIABLES |PLACE|CATEGORIES| PUPILS|SCORES {2 TC 1 |SQUARE
= 2
n X % p.&
UrbaniMale 95 65,6 169,05} j0,24
3] sEX Rural |Male 92 67,5 173.4
Urban|{Female ['105 81,3 |77.4 0,514
Rural [Female 108 78,0 | 72,2
PLACE Urban|Within 43 32,4 (75,3 0,039
4 1 OF Rural]Within 90 67,7 75,2
BIRTH |Urban|Without 157 117,0 74,5} 0,318
Rural|Without 110 77,7 1 70,6/
' |
g ;
PLACE Urban|Own Home t 177 130,7 { 73,8 00,0133
5 for Rural|Own Home , 123 92,4 : 75,1
RESI- Urban| Away © 23 17,1 ; 74,3 0,055
DENCE Rural}Away i 77 53,1 ’ 69
PEOPLE | Urban|Parents ¥ 169 | 125,4, 74,2) |0,0918
WITH Rural)Parents i 133 | lol,6! 76,4
6 | wrom Urban|Others  f 31 22,6 i 72,9) |o,0018
PUPILS |Rural|Others ' 67 50,71 75,7,
STAY .

S DU

=1




' Yo 2 3 4
l | TOTAL
IMDEPEN- . NUMBER PERCENT!
DENT VA- : OF MEAN | OF CHI-
RIABLES | PLACE! CATEGORIES| PUPTLS|{ SCORES{ 2 TO 1 | SQUARE
=> .
i ) - '
! n X % x.
;
| NUMBER | Urban!Up to 3 76 56,3 | 74,08 10,00024
7 |oOF Rural{Up to 3 52 39,3 {75.6
SIB- Urbanj4 and over| 124 91,5 |73.8 0,568
LINGS Rurali4 and over: 148 106,2 71,8
PARENTS'| Urban{ §killed 38 27.4 76,1 f0,0112
8 | OCCUPA- |Rural|skilleda I 20 | 14,7 (73,5 |
TION UrbanjUnskilled i 164 {120,2 {73.3 '0,0023
Rural|Unskilled |* 180 1131.,3 i72,9
PLACE | Urban|Own Room || 112 | 86,9 177,610,206
9 | oOF Rural|Own Room I 87 €4,2 173,8
STUDY | Urban|Common R'm § 3 61 69,3 0,0127
| RuraljCommon R'm|’ 113 80,3 J71,1
e ;
TYPE OF EUrban Good r 14 8.6 61,4 00,0499
10 | LIGHT :Rural|Good ©16 11.3 [70.6
USED FOR Urban: Poor n 186 {138,7 I'T"ﬂl—,6 0,202
STUDY  ; Rural;Poor | 182 [132,4 i71,9
' I i




1 2 3 4
TOTAL |
INDEPEN- NUMBER PERCENT
DENT VA OF MEAN |OF CHI-
RIABLES | PLACH CATEGORIES || PUPILS| SCORES; 2 TO 1 | SQUARE
: n X % )(jL
]
NOISY | Urban| Noisy N 165 |122,8 | 74,4 |o0,781
11] or Rural| Noisy i 146 |115,8 | 79,3
QUIET Urban| Quiet 35 25,3 1 72,3 |o,0194
Rural|Quiet ) 54 38,5 71,3
- AVAILA~-'{UrbaniAvailable 189 139,8 73,9 0,000037
BILITY Rural jAvailable 166 121,7 73,3
12 | OF REA- |Urban|Not Av. 11 8,4 | 76,4 |o.,0177
DING MA-|{Rural Not Av. I 34 23,2 | 68,2
TERIAL | |
] .
PUPIL | Urban| Encouraged || 194 1144,8 | 74,6 |2,79
ENCOU- | Rural}Encouraded !} 174 J115,1 | 66,1
13 | RAGEMENT Urban|Not Ene. | 6 3,8 | 63,3 10,1712
WITH Rural{Not Enc. 26 16,8 64,6
HOMEWORK o i
| *'
¥
EDUCA- |Urban |Primary g_ 92 66,2 | 71,9 |0,0483
14 |TTONAL |Rural |Primary 123 90,2 | 73,3
LEVEL OF|Urban |Secondary 5;108 80,4 |74.4 lo,0125
PARENTS |Rural jSecondary l; 77 55,9 72,6
i




TOTAL

INDEPEN- NUMBER PERCENT |
DENT VA OF MEAN |oOF CHI-
RTIABLES | PLACE| CATEGORIES|] PUPILS| SCORES| 2 T0 1| souare
! =n X % Xl
3
AVAILA- | Urban| Some { 186 | 137,2 | 73.8 | 0,0061
15 | BILITY .| Rural| Some bis2 | 132,6 | 72,9
OF BREAK- Urban| None bo1g 10,6 { 75.7 | 0,0056
FAST Rural| None . 18 12,7 | 70,6
AVAILA- | Urban| Some 199 {148,7 | 74,6 10,31
16 | BILITY Ruralf Some 173 123,9 71,6
OF Urban]None 1 0,7 70 1,1818
LUNCH Rural]None 27 19,5 | 72,2
EXPE- | Urban{Sometimes 178 {130,4 | 73,3 |o0,0213
17 |RIENCE |Rural|Sometimes 175 126 72
OF Urban]Never 22 16,9 76,8 0,0048
HUNGER Rural |Never 25 : 18,2 72,8
1
PARENTS* {Urban |High 128 l!95,5 (74,6 ]0,0937
18 |ASPIRA~ {Rural [High 137 98,9 | 72,2
TIONS Urban jLow 10 6.8 |68 £ 0,0229
Rural {Low ; 24 17,4 (72,5




( 1 2 3 4
TOTAL
INDEPEN- NUMBER ' PERCENT]
DENT VA- OF MEAN |OF CHI-
RIABLES | PLACE| CATEGORIES|; FURILS| SCORES) 2 TO 1 { SQUARE
n b % x*

PUPILS' | Urban|High 145 106,6 73,5 0,0102

19| owN Rural:High it 133 96,1 72,3
ASPI- Urban|Low } 8 6.8 85 ;0,408
RATIONS |Rural |Low : 12 | 10,2 |85
: |
, i
PUPILS' | Urban 'Prof. h173 |128 73,9 0,062
20 | DESIRED |Rural iProf. @ 150 {108,2 72,1
_ CAREERS |Urban Skilled {27 18,9 }{ 70 0,027
: Rural 'Skilled 50 37,3 74,6
: } I ]

The figures in columps 1, 2 and 3 are obtained from the

tables of the pupils’ responses in appendixes 1 to 20. The
figures in column 4 are obtained from the tcble of thte cal-
culation of the Chi-square statistics shown in appendix 21.

The figures presented above will then be compared, dig-
cussed, analysed and interpreted in the following chapter.

5.8. RESUME

In this chapter the sampling procedures were described.
The appropriateness and the representativeness of the sample
were demonstrated. The questionnaire and the interview were
described as instruments that were used in this study. The
statistical techniques employed were briefly discussed znd
the practical procedures taken in the administration of the
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questionnaire were described. A summary of the test subjects'

responses was tabulated.

Having collected raw data according to the procedures thus
far described, we are now in a posgition to analyse and in-
terpret this data. This will be done in chapter 6.

—— . o —— . S
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CHAPTER_6

ANALYSIS AND INTERPRETATION OF DATA

6.1. DESCRIPTION OF THE MANNER OF ANALYSING DATA

The central aspect of this research is the description
of the =ocio-pedagogic phenamenon of pupil-teacher relationship
as influenced by a number of factors. The questionnaire
items that were answered by the pupils were divided into two
main categories of dependent and independent variables. For
purposes of this research, the dependent variables are those
that are assumed to indicate whether the pupils are well- or
ill-disposed towards their teachers. These are items 2.1. to
2.10 of the questionnaire and they are arranged in the left
hand column in each of the twenty tables set out in appendixes
1 to 20. The independent variables are those that are assumed
to influence the pupils' disposition towards their teachers.
- Twenty such variables are isolated in the questionnaire.
Each one of them, asmget out in the tables, is taken out and
. held constant while we find out how the pupils respond to the
dependent variables. For example, in table 1 we take the
independent variable~ CIASS~ and find out how the pupils in
the primary school (i.e. standard 6) and in the secondary
school {i.e. from III) re;ct to their teachers.

Since this is a comparative study, the pupils' responses
will be compared in order *» find out whether there are any
significant differences hetween the pupils in urban schools
and those in rural schools. Only favourable responses by
pupils, which indicate that the pupils are well-disposed
towards their teachers, are recorded. These are assumed to
reveal a good pupil-teacher relationship. Each table con-
sists of ONE independent vari:ble, ten dependent variables
and the pupils' resgonse§ Juxtapositioned with regard to
urban and rural environments. The overall disposition of
the respondents in the sample will be measured by a score



which is the arithmetic mean (X) of the sum of the weights
given by the respondents (Behr: 1973, p. 75}. Percentages
are given in the tables for purposes of easy comparisons
because the totals of responses according to the various
independent variables are not the same and it would have
been difficult to compare these without first reducing them

to a common_denominator.

6.2. m;{i TEST FOR TWO INDEPENDENT SAMPLES (SIEGEL: 1956,
p. 104)

6.2.1. The function of this test

wWhen the data of research consists of frequencies in
discrete categories, the X2 test may be used to determine the
significance of the differences between two independent
groups. The hypbthesis under test is usually that, two
groups (in our case, urban and rural pupils) DIFFER with
. respect to same characteristics (in this case, pupil-teacher
relationship) and, therefore, with respect to the relative
frequency with whieh group members fall into several cate-
‘ gories. To test this hypothesis we count the number of
cases from each group which fall in the various categories,

and compare the proportion of cases from cne group with the
proportion of cases from the other group. 1In this case we
test whether the urban and the rural pupils differ in the
frequency with which they reveal their relationship with
their teachers.

6.2.2. Method of Testing

Since the groups under study are independent and do
not number more than two, a statistical test for X~ inde-
pendent sample is chosen (Siegel: 1956, p. 107). The
null-hypothesis will be tested by means of the following
formaula: |




N 2
5 (jap - Bcf - 2) |
?-_3_ =4f =1

(a+B) (C+D) (A+C) (B+D)

Singel says this formula is better when applying the
te;st to data where both rows (r) and the columns (k) egual
tvio. It lends itself readily to machine computation. It
incorporates a correction for continuity which markedly
irproves the approximation of the distribution of the com-
pwtei;x}'by the chi-square distribution. It tests whether
a observed distribution of frequencies in a 2 x 2 contingency
table could have occurred by chance under the null~hypothesic.

6.2.3. Statistical Analysis

The means (X) of pupils' responses are taken and cal-
culated from the tables set out in the appendixes 1 to 20.
The differences between the figures shown in each table for
those responses which indicate favourable disposition and
the total number of pupils in each case constitute the number
of pupils who are assumed to be ill-disposed towards their

teachers. .

'
"y

From these figures a contingency table is then con-
structed as follows:

TABLE 2C! CCONTINGENCY TABLE

% Well-disposed Ill~-disposed f TOTAL
{ Urban A B . A+B
Rural ol D i C+ D
{
Total A+ C B+ D ‘ N :
f

L]

From these figures the X% test is computed according to
the formula given in paragraph 6.2.2. The actual results
of theX? calculations are summarised in appendix 21.




6.2.4. The Problem

The problem to be solved by data in the 20 tables
arranged in the appendixes is whether urban pupils DIFFER
from rural pupils with respect to their relationship with

their teachers.

6.2.5. The Null-hypothesis

This study aims to test the hypothesis that is formulated
as a null-hypothesis in the following manner: THERE IS NO
SIGNIFICANT DIFFERENCE IN THE PUPIL~TEACHER REILATIONSHIP
BETWEEN URBAN AND RURAL PUPILS. (See paragraph 4.7.4. of
this study for a description of this hypothesis). The
alternative or research hypothesis (Hl) is that rural pupils
are well-disposed towards their teachers because of the
homely nature of their environment. Therefore, the pupil-
teacher relationship is better in rural classes than in
urban classes.

6:2.6. Significance lavel

.,
In this research, we choose a = 0,01 for N = 200.

6.2.7. Sampling distribution

Under the _nuj___l-hypothesis,}\’." is distributed épproxi- {
mately as chi-sgga}e with degree of freedom: (k - 1) (r - 1) =
l. The probability associated with the occurrence under the
null-hypothesis of values as large as an cobserved value of

Z2%* is shown in the following table (Siegel: p. 249):

TABLE 214 TABLE OF CRITICAL VALUES OF CHI~SQUARE FOR df = 1

df  PROBABILITY UNDER H_ that X'aCHI-SQUARE

+

,98° ,95 . ,90 - ,80' ,70 ,50- ,30  ,20 ,10' .,OS

,00063 ,0039 :,016  ,064 ,15 ,46 1,07 1,64 2,71 3,84

,02  ,o1 "'  ,o0l

5,41 6,64 10,83




6.2.8. Region of redection and decision

This region consists of all values of 9(.2 which are so

large that the probability associated with their occurrence

is equal to or less than a = 0,01. The table of critical

values of chi-square shows that when df =1, a»xf of 6,64
has a probability of occurrence under the null-hypothesis of
0,01. Therefore, the region of rejection of the null-hypo-
thesis consists of all.zP greater than 6,64. Anything less
than 6,64 will mean that the null-hypothesis is ACCEPTED.

6.3. DISCUSSION AND INTERPRETATION OF DATA

6.3.1. The Effect of Class on Pupil-teacher Relationship

(a) The figures shown in Appendix 1, and in Table 19 in the
summary of the pupils' responses presented in the pre-
vious chapter, show that 79,8% of the urban standard 6
pupils are favourably disposed towards their teachers.
79,6% of the rural standard 6 pupils are favourably
disposed. If~is also observed that for urban Form IIT
pupils, the score is 68% while for rural Form III pupils,

the score is 64,8%.

(b) The chi-square for the standard 6 pupils is 0,0197 and
that for Form III Is ©0,1085. Since both these yield
values far less than 6,64 for our significance level of
0,01 we, therefore, ACCEPT the null-hypothesis and state
that there is no difference between urban and rural

pupils who are either in standard 6 or Form III, in their

disposition towards their teachers.

'(q) The decision of no difference between urban and rural
primary and secondary school pupils has the implication
that teachers may expect to find that urban and rural
pupils are similarly disposed towards them.

(d) It is noted, however, that more primary school pupils
are favourably disposed towards their teachers than



(a)

(b}

secondary school pupils. In both urban (79,8) and

rural (79,6) schools, almost 80% of standard 6 pupils
reveal a favourable disposition. On the other hand

less than 70% of both the urban (68,0) and the rural
{64,8) secondary school pupils are well-disposed towards
their teachers. This means the higher the class, the

less the pupils reveal a favourable disposition. This
may be attributed to the growing independence and,
therefore, weaker attachment of pupils to their teachers
in the secondary schocl. Another possible interpreta-
tion may be found in the system of subject teaching in
the secondary schools as against class teaching in the
primary school which establishes a more personal rela-
tionship between the pupils and their teachers. A more
systematic attention to this aspect would involve all
the classes in order to confirm the validity of this

finding.

6.3.2. The Effect of AGE on Pupil-teacher Relationship

Cut of 200 urban pupils, 74 were between 11 and 14 years
old, and out™ef 200 rural pupils only 33 were between
11 and 14 years. Out of the same 200 urban pupils, 96
had ages between 15 and 17 years, whereas out of the
other 200 rural pupils, 104 had ages between 15 and 17
yeafs. Out of the 200 urkan pupils, only 30 were over
17 years, whereas out of the 200 rural pupils 63 had
ages over 17 years. (Refer to summary in Table 312 ).
This distribution shows that more rural pupils are in
the older age group. It would be interesting in a
study focussing its attention on age to find out the
significance of the urban-rural difference in age on
pupil performance at school and the effect on the drop
out rate. It would also be interesting to find out how
long pupils in rural areas who get to school late,

remain in school.

However, in this study we are focussing our attention on
pupil-teacher relationship. We find that 79,7% of the
11 - 14 year olds and 80% of the rural 11 - 14 year olds



(c)

(a)

(b)

(c)

are favourably disposed towards their teachers (cf.
Appendix 2). 71,4% of the urban 15 - 17 year olds and
74,3% of the rural 15 - 17 year olds are favourably
disposed. 66% of the urban over 17 year olds and 67,6%
of the rural over 17 year olds are favourably disposed

towards their teachers. This reveals a very interesting
trend which confirms the finding we discovered in res-
pect of class, namely that the higher the class, the
less favourably disposed the children become towards
their teachers. In this case the trend manifests it~
self clearly that whereas the 11 ~ 14 year olds sceore
almost 80% in their responses of favourable disposition,
the 15 - 17 year olds are just above 70%, whereas the

over 17's score less than 70%.

The chi-square for the 11 - 14 year olds is 0,0522, that
for the 15 - 17 years of age is 0,098, and that for the
over 17 is 0,0065. 1In all cases, age for age, we ACCEPT
the null-hypothesis and declare that there is no diffe-

rence between urban and rural pupils in their disposi-
tion towards their teachers.

-
‘b"

6.3.3. The Effect of SEX on Pupil-teacher Relationship

Out of 200 urban pupils, 95 were males and 105 were.
females. oOut of 200 rural pupils, 92 were males and
108 were females (cf? summary on page 123).

69,05% of the urban males report a favourable disposi-
tion towards their teachors, whereas 73.,4% of the rural

 males report a favourable disposition. 77,4% urban

females and 72,2% rural females report a favourable
disposition. It is interesting to note that fewer urban
males than rural males are favourably disposed. The
opposite is true with respect to females. More urban
females than rural females are favourably disposed
towards their teachers.

The chi-square for the male punils is 0,240 and that
for the females is 0,514. Therefore, thereis no diffe-




(a)

(b)

(c)

(a)

rence between urban and rural male or female pupils in

their relationship with their teachers.

6.3.4. The Effect of Place of Birth on Pupil-Teacher
Relationship

out of the 200 urban pupils only 43 were born within
the area in which the school they are attending is
situated. This is easily explainable by the fact that
Umlazi Township was established in 1963 and families
have been migrating into it ever since. Of the rural
pupils more than twice as many were born within the
area in which the school is situated than of the urban
pupils. 157 urban pupils and 110 rural pupils were
born ocutside the area in which their school is situated
(cf. summary on page 108).

7%,3% and 75,2% of urban and rural pupils respectively
who were born within the area in which the school is
situated are favourably disposed. 74,5% urban and 70,6%

,of the rural pupils born outside the area in which the

school is si&yated, are favourably disposed towards their
teachers.

The chi-square for the pupils born within the area is
0,039 and for those born without is 0,318. These figures
reveal that the null-hypothesis must be ACCEPTED and

that we can say that there is no difference in their

disposition towards their teachers, between either pupils

" born within the area or those born without the area in

which the school is situated.

6.3.5. The Effect of Place of Residence on Pupil-
Teacher Relationship

Out of the 200 pupils in urban schools, it was found
that 177 stay at their own homes, and only 23 stay away
frem home while they attend school. Of the 200 rural
pupils 123 stay at their own homes and 77 stay away from

their homes.




(b)

(c}

{(a)

(e}

'(a)

{b)

of the urban pupils who stay at their own homes 73,8%

reveal a favourable disposition towards teachers while
75,1% of the rural pupils reveal such a disposition.

The chi~square for the two groups is 0,133 which makes
us conclude that there is no difference between urban
and rural pupils who stay at their own homes in their
disposition towards their teachers.

Oof the pupils who stay away from their homes 74,5% of
urban pupils and 69% of rural pupils reveal a favourable

disposition.

The chi-square of these two groups is 0,055 which also
makes us ACCEPT the null-hypothesis and conclude that
there is no difference between urban and rural pupils
who stay away from their own homes in their disposition

towards their teachers.

6.3.6. The Effect of People with whom the Pupils stay
on Pupil-teacher Relationship

Out of the Zoqégrban pupils, 169 stay with one or both
parents and 31 stay with relatives. Of the 200 rural
pupils 133 stay with their parents and 67 with relatives.
It is noted here that twice as many rural pupils stay
with relatives as is the case with their urban counter-
parts. It may be postulated that pupils who stay with
relatives and away from their own parents are less likely
to receive the necessary attention and encouragement
that only a parent can give. The fact that more rural
pupils stay with relatives than urban pupils may be due
to distances between homes and schools in rural areas,
particularly secondary schools.

Of the urban pupils who stay with their parents, 74,2%
are favourably disposed towards their teachers. Of the
rural pupils who stay with their parents, 76,4% are

favourably disposed towards their teachers.

,



{c}

(d)

(e)

(a)

(b)

()

(d)

Therefore,

The chi-square for these two groups is 0,0918.
there is no difference between urban and rural pupils
who stay with their parents in their disposition towards

teachers.

0f the urban pupils who stay with relatives, 72,5% are
favourably disposed while 75,7% of the rural pupils are
favourably disposed.

Their chi-~square is 0,0018. We conclude that the npull-
hypothesis must be ACCEPTED and that there is no diffe-~
rence between urban and rural pupils who stay with
relatives in their disposition towards their teachers.

6.3.7. The Effect of the Number of Siblings at Home on
Pupil-Teacher Relationship

Of the 200 urban pupils, 76 have up to 3 siblings at
home while 124 have more than 3 siblings at home. Of
the rural pupils only 52 have 3 or less siblings at

home while 148 have four or more siblings. This reveals
overcrowding Jin the typical urban African'township small
houses, and ruyral kraals. This overcrowding cannot be
conducive to effective learning or study at home. If
that is thq case, it is assumed that there will be
constant trouble between the teacher and the pupil and
this may reveal itself in the teacher-pupil relationship.

Of the urban pupils who have up to 3 siblings at home
74,08% report a favourable disposition, while 75,6% of
the rural pupils report a favourable disposition.

The chi-square of these two groups is 0,00024 which
reveals and makes us ACCEPT the null-hypothesis that
there is no difference between these two groups in

their pupil-teacher relationship.

Of the urban pupils who have 4 or more siblings, 73,8%

~are favourably disposed towards their teachers while

71,8% of the rural pupils with 4 or more siblings are
favourably disposed towards their teachers.



Again there is no difference

(e} The chi-square is 0,568.
between urban and rural pupils who have 4 or more siblings

in their disposition towards their teachers.

These findings are interesting if we relate them to other
findings. G.W. Miller (1971, p. 50) reports that researchers
have confirmed the better educational opportunities enjoyed
by children of small families. 1In a study of 687 fifth
grade children, Ferreira and Oakes (1960) found a slight
inverse relationship {-0,11) between number of siblings and
achievement. Douglas (1964} discovered that eldest children
with one or two siblings do better in secondary selection
examinations than would be expected from their measured

ability.

6.3.8. The Effect of Parents' Occupation on Pupil=-
Teacher Relationship

{(a} ©Out of the 200 urban pupils only 36 have parents who

do skilled work. By skilled work in this case is meant

- any job for which some school education and training
are necessaly. This includes professions and trades.

Of the 200 rural pupils only 20 pupils have parents who
do skilled work. This means parents of 164 urban pupils
‘do unskilled work and parents of 180 rural pupils'do
unskilled work. . This is important to note. G.W. Miller
(1971, p. 14) quotes Furneaux {(1961) who cited evidence
in England of the strong correlation between father's
occupational level and children's academic success. At
primary school the proportion of children from white-
collar families to those of unskilled fathers was 16 : 10.
In grammar schools it was 63 : 10: in 6th forms of these
schools it was 370 : 10: at university level it rose to
620 : 10. Furneaux attributed these proportions to the
superior performance of professional worker's children
in academic tests, and the greater willingness of hoth
parents and children in this group to pursue educational

goals.,




(b)

(c)

(a)

(e)

_ (a)

(b)

In the present study, we find that out of the urban
pupils whose parents do skilled work, 76,1% report a
favourable disposition towards their teachers while 73,5%

of the rural pupils report a favourable disposition.

Their chi-square is 00,0112 which is not significant.
We ACCEPT the null-hypothesis and declare that there
is no difference between urban and rural pupils whose
parents do skilled work in their disposition towards

their teachers.

Of the urban pupils whose parents do unskilled work
73,3% are favourably disposed towards their teachers and
72,9% of the rural pupils are favourably disposed.

Their chi-square is 00,0023 and we must ACCEPT the null-
hypothesis that there is no difference between urban and
rural pupils whose parents do unskilled work, in their

disposition towards their teachers.

6€.3.9. The Effect of Place of Study at Home on Pupil-
Teacher Relationship

Cut of the 238 pupils, 112 urban pupils reported that
they study in their own rooms at home and 88 study in a
common room in the presence of other members of the
family. This figure appears strange, in view of tﬁe
fact that the same' pupils reported a high number of
siblings. It is not likely that they did not understand

- the question because this was very clearly explained to

them. It is just possible that one room is evacuated
by the other siblings during study time if the parents
insist on this.

Of the 200 rural pupils, 87 reported that they study in
their own rooms and 113 study in a common room. This is
more likely because in rural areas children usually use
the same room for sleeping. It is even surprising that

as many as 87 have their own rooms.

Of the urban pupils who use their own rooms at home
for study, 77.6% are favourably disposed towards their




(c)

(a)

(e}

(a)

(b)

{c)

teachers, while 73,8% of the rural pupils report a fa-

vourable disposition.

Their chi-square is 0,206 which indicates a difference

of no significance between urban and rural pupils in

their relationship with their teachers.

Of the urban pupils who study in a common room, 69,3%
are favourably disposed towards their teachers while
71,1% of the rural pupils who study in a common room
are favourably disposed towards their teachers.

The chi-square is 0,0127. Therefore, there is no diffe-
rence between urban and rural pupils who study in a

common room in their relationship with their teachers.

6.3.10. The Effect of the type of light used by Pupils

for Study at Home

0f the 200 urban pupils, only 14 reported that they

used electric lamps .at home and 186 used either paraffin
lamps or candles. In the rural areas 16 use electric
lamps and 184 used parraffin lamps or candles. One
would have expected no electricity at all in rural
areas. However, in this case, there are a few pupils
attending the Khandisa primary school and Ongoye secondary
school in the Mtunzini area, who reside in the rural
township of vulindlela where electricity is available.
However, in both areas very few pupils use electricity
for lighting at home.

Of the urban pupils who use good light at home 61,4%
report a favourable disposition towards their teachers,
while 70,6% rural pupils report a favourable disposition.
There is no explanation that can be given for the bigger
difference in percentages bhetween the urban and rural
pupil who use good light. It might be that smaller

figures are responsible.

The null-hypothesis is ACCEPTED since the chi-scquare of
00,0499 reveals that there is no difference between urban




(a)

(e)

(2}

(b)

- {e)

(d)

(e)

(a)

and rural pupils who use good light foxr study at home,

in their relationship with their teachers.

Of the urban pupils who use poor light, 74,6% report a
favourable disposition and 71,9% rural pupils report a
favourable disposition.

The chi-square is 0,202. Again we must ACCEPT the null-
hypothesis and declare that there is no difrerenca betviian

urban and rural pupils who use poor light in their dispo-

sition towards their teachers.
6.3.11 The Effect of Neoisy or Quiet Surroundings on
Pupil-Teacher Relationship

165 urban pupils out of 200 report that it is always

or occasionally noisy at or around their homes. 146
rural pupils ocut of 200 report noise at and around their
homes. "

Oof the urban pupils who experience noisy conditions
around their homes, 74,4% report a favourable disposi-
tion towards their teachers while 79,3% rural pupils who

have noise éround their homes are favourably disposed

.-'I
towards their teachers.

While their chi-square of 0,781 shows no significant
difference between the urban and rural pupils, the
difference shows as might be expected that there is

more noise in urban than in rural areas. The null-

hypothesis is ACCEPTED.

0of the pupils who report quiet conditions in their
homes, 72,3% of the urban pupils and 71,3% of the rural
pupils are favourably disposed towards their teachers.

Their chi-square is 0,0194. The null-hypothesis must

be ACCEPTED. There is no difference between urban and

rural pupils who have quiet conditions around their

homes, in their relationship with their teachers.

6.3.12. The Effect of the Availability of Reading
Material at Home on Pupil-Teacher Relationship

189 urban pupils out of 200 say they have reading material




(b)

{c)

()

(e)

(a)

at home, while 166 out of 200 rural pupils say they
have reading material at their homes. 11 urban pupils
and 34 rural pupils say they have no reading material

at their homes.

73,9% urban pupils and 73,3% rural pupils who have
reading material available at home are favourably dis-

posed towards their teachers.

The chi-square is 0,000037 which is extremely insigni-
ficant. There is absolutely no difference ketween urban

and rural pupils who have reading material at home in

their disposition towards their teachers. The null-
hypothesis is ACCEPTED.

Of the pupils who report that they have noc reading
material at home, 76,4% urban pupils and 68,2% rural
pupils report favourable disposition towards their

teachers.

However, their chi-square is 0,01l77 which shows that
there is no difference between urban and rural pupils

" who have no reading material at home in their relation-

ship with th&ir teachers. The null-hypothesis is
ACCEPTED. It might be interesting in another study to
find out if there is any difference between pupils with

and without reading material at home in their school

performance. “ .

6.3.13. The Effect of Pupil Encouragement with Homework
' onn Pupil-Teacher Relationship

194 urban pupils and 174 rural pupils out of 200 in each
case report that they are encouraged by their parents

to attend to their school work at home. Only 6 urban
but 26 rural pupils say they are never encouraged by
their parents todo homework. In another study, it might
be interesting to pursue this trend and find out if
urban parents are more interested in the education of

their children than rural parents.



(b)

(c}

(d)

(e)

(a)

74 ,6% urban pupils and 66,1% rural pupils report a
favourable disposition towards their teachers.

While the chi-square of 2,79 (which is the highest so
far) still marks a result of no difference between

urban and rural pupils in their disposition towards their
teachers as influenced by this factor; it is high enough
to merit our atten-tion. It would be interesting to find
out in what manner and to what extent urban and rural
pupils get encouragement from their parents. In this
study we find that almost 10% less rural pupils are
favourably disposed towards their teachers. Why are

rural pupils who are encouraged by their parents to do

homework, less favourably disposed towards their teachers

than their urban counterparts?

Of the pupils who report that they are not epncouraged

by their parents, 63,3% urban and 63,4% rural are fa-—
vourably disposed towards their teachers. It is in-
teresting to observe that the factor of parent encourage-
ment besides those of age and class, is the only one

that produces\_. a favourable pupil disposition of less

than 709%. ~

vy

Their chi-square is 0,1712. This means theére is no
difference _between urban and rural pupils who are not
encouraged by their parents with homework, in their rela-

tionship with their teachers. The null-hypothesis is

ACCEPTED.
6.3.14. The Effect of Parents' Educational Level on

Pupil-~Teacher Relationship

92 urban pupils out of 200 report that their parents
had no more than primary school education. 123 rural
pupils had parents who had no more than primary school
education and a number ©f them had no education at all.
108 uxrban and 77 rural pupils had parents who had some
secondary school education. It is co-incidental that,
in this study, one rural primary school and one rural

secondary school, viz. Khandisa primary ang Ongoye

P



{b)

{a)

(b)

secondary school are near a large boarding high school
and a university. Therefore, a number of pupils in
these schools may be children or dependents of members
of staff of these institutions. This may account for
the relatively high number of parents in this rural area
with secondary school education and above which is not
typical of rural areas. However, the figures in this
study still show that there are more parents with
secondary school education in the urban areas.

The chi-square for parents with primary school education
and less, is 0,0483 and for those with secondary school
education is 0,0125. 1In both cases the difference is
insignificant and we postulate that there is no diffe~
rence between urban and rural pupils in their disposition
towards their teachers. The null-hypothesis is ACCEPTED.
What would be interesting to find ocut in another study
directed towards that purpose is whether there is any
difference in pupil performance in school work between

pupils whose parents have primary school education and
those with school education at a secondary level and
above. G.W."Miller (1971: p. 8) quotes Blomgvist's
study {1958) of Swedish secondary school children which
showed that the home's cultural standard ranked with
scholastic ability as a determinant of success in school.
Schonell (1956) reporting the Unesco Conference on
school standards and school failure held at Hamburg in
1956 stated that research discussed suggested that there
was more failure among children from families of low

cultural level and education.

6.3.15. The Effect of Availability of Breakfast on
Pupil-Teacher Relationship

186 urban pupils and 182 rural pupils have breakfast in
the morning before they go to school. 14 urban and 18
rural pupils have no breakfast in the morning.

Of the urban pupils, 73,8% and of the rural pupils 72,9%
are favourably disposed towards their teachers. Their
chi-square is 0,00618 which means that there is no dif-



(c)

(a)

(b)

(c)

ference between urban-and rural pupils who have break-
fast in the morning in their disposition towards their

teachers.

Of the urban pupils who have no breakfast in the morning,
75,5% are faveurably disposed. Of the rural pupils who
have no breakfast in the morning 70,6% are favourably
disposed towards their teachers. Their chi-square is
0,0056. There is no difference between urban and rural
pupils. The null-hypothesis is ACCEPTED.

6.3.16. The Effect of Availability of Lunch on Pupil-
Teacher Relationship

199 urban pupils and 173 rural pupils have lunch at
school. In all urban schools investigated there was a
school meals service organised by the school. Only one
rural school had a school meals service organised by
the school. 1In the three other rural schools, pupils
reported that they either bring their own lunch packets

. from home, or buy something from local shops. The 1

rupil in an wurban school who reported that he did not
have lunch at schocl may have done so for other reasons

than availability.

Of the urban pupils who have lunch at school 74,7% are

favourably disposed towards their teachers. Of the rural
pupils who have lunch at school 71,6% are favourably dis-

posed towards their teachers. The interesting vhenome-
non is that even the one pupil who did not take lunch
at school showed a 70% favourable disposition towards
his teachers. The 27 rural pupils who do not take lunch
show a 72,2% favourable disposition.

The chi-square of pupils who do have lunch at school is
©.31; and for those who do not have lunch is 1,1818.

These show no difference between urban and rural pupils

in both cases. The null-hypothesis is ACCEPTED.




(a)

(b}

(c)

(a)

6.3.17; The Effect of Experience of Hunger by Pupils

at_school on Pupil-Teacher Relationship

178 urban pupils and 175 rural pupils report that they
cccasionally experience hunger at school. 22 urban and
25 rural pupils report that they never feel hungry at
schocl. These figures appear strange in view of the
fact that even a higher number report that they have
breakfast and lunch. This may be interpreted by
assuming that the quantity and gquality of food they
take may not be able to keep them satisfied all the

time during school hours.

73,3% urban and 72% rural pupils are favourably disposed
towards their teachers. Of those who never experience
hunger 76,8% urban and 72,8% rural report a favourable
disposition towards their teachers.

The chinsquare for those who experience hunger is 00,0213
and for those who never feel hunger at school it is
0,0048. The null-hypothesis is ACCEPTEDR because in both
cases there-is no difference between urban and rural

pupils in their disposition towards their teachers.

6.3.18. . The Effect of Parents' Aspirations for their
Children on Pupil-Teacher Relationship -

128 urban pupil; ocut of 200 report that their parents
have high aspirations for them. 137 rural pupils out
of 200 report that parents have high aspirations for
them. For purposes of this research, high aspirations
mean that the parents say and make their children aware
that they (the parents) desire that their children
should leave schoeol conly after they have qualified for
a certain profession or trade. It is interesting to
note that in terms of absolute numbers, more rural
parents have higher aspirations for their children.
Morrow and Wilson (1961) (quoted by G.W. Miller: 1371,
p. 31), report that parents of high achievers have been



(b)

(c)

(a)

found to give their children more praise and approval,
to show more interest and understanding., to be closer
to their children and to make them feel a stronger

sense of bhelonging.

However, only 10 urban pupils as opposed to 24 rural
pupils report that their parents have low aspirations

for them. These are the parents who have definitely
stated that their children will leave school before
cbtaining any qualification for a profession or a trade.
From these figures it is deduced that 62 urban parents
and 39 rural parents have not indicated to their children
what aspirations they have for them. This again reveals
a greater interest by rural parents in the educaticn of
their children than by urban parents. Probably,'urban
parents spend very little time with their children be-
cause they are at work most of the time. Reasons for
this apparent difference should be the subject of careful

research.

74,6% urban pupils and 72,2% rural pupils whose parents
have high aspgfations for them report a favourable dis-
position towarés their teachers. Their chi-square is
0,0937 which indicates that there is noc difference
between urban and rural pupils in this category in their
disposition towards their teachers. 68% urban and 72,5%
of the rural pupilé‘whose aspirations are low report

that they are favourably disposed towards their teachers.
The chi-square is 0,0229 which also indicates that there
is no difference between them in their disposition towards
their teachers. The null-hypothesis is ACCEPTED.

6.3.19., The effect of the pupils' own aspirations on

pupil-teacher relationship

145 urban pupils and 133 rural pupils have high aspira-

tions of their own Where high aspirations are defined in
terms of their desire to leave school after obtaining a

qualification for a profession or a trade. This is '

immediately interesting to note. Whereas fewer urban



(b)

(c)

(a)

- 136 -

parents than rural parents were reported to have high
aspirations for their children, more urban than rural
children have high aspirations of their own. This may
be due to a more stimulating urban environment. 8 urban
and 12 rural pupils have low aspirations for themselves.
This leaves 47 urban and 55 rural pupils who had not

yet decided what their'aspirations are. These are the
pupils who responded that they did not know when they

would leave school.

Of the urban pupils who have high aspirations, and of
the rural pupils who have high aspirations, 73,5% and
72,3% respectively report a favourable disposition to-
wards their teachers. Both urban and rural pupils who
have low aspirations report 85% favourable disposition
towards their parents. It appears strange that pﬁpils
with low aspirations should reveal a more favourable
disposition. This may be due to a sampling error or it
may simply mean that these pupils do not feel pushed by
school work and this does not spoil their relations

with theirhéeachers.

The chi-square for the pupils who have high aspirations
is 0,0102 and for those who have low aspirations it is
0,4085. Both these show that there is no difference

betwzen urban and rural pupils in their relationship
with their teachexrs. The null-hypothesis is ACCEPTED.

6.3.20. The Effect of Pupils' Desired Careers on

Pupil-Teacher Relationship

173 urban pupils out of 200 and 150 rural pupils out

of 200 desire to follow a professional career. The
common professions open to Africans were suggested in
the questionnaire (4.4.), and these were: doctor, lawyer,
teacher, nurse, engineer, social work; and the pupils
were requested to include any other they may desire.
Skilled ijobs suggested were carpenter, tailor, mechanic,
driver, clerk etc. 27 urban and 50 rural desired to



follow a skilled trade. These figures corroborate the
findings in paragraph 6.3.19 about pupils' own aspi-
rations where it was found that more urban pupils than
rural pupils had high aspirations of their own.

{(b) 73,9% urban and 72,1% rural pupils are favourably dis-
posed towards their teachexs. 70% urban and 74,6%
rural pupils who desire a skilled job career reported
that they were favourably disposed towards their

teachers.

{c) The chi-square for those who desire a professional
career is 0,0621 and that for those who desire a
skilled job career is 0,0271. In both cases these in-
dicate that there is no difference between urban and
rural pupils, who desire either a professional career
or a skilled 4ob career, in their disposition towards
their teachers. The null-hypothesis is, therefore,
ACCEPTED.

6.4. POSSIBLE REASONS FOR THE FINDINGS OF "NQ DIFFERENCE"
BETWEEN URBAN AND RURAL PUPILS

6.4.1. cultural patterns among the Africans

The all-embracing traditional unit in the social orga-
nisation is the tribe, based on a central group or nucleus
of families descendent from a common ancestor. The central
group provides the men of authority in the tribe in accordance
with the principle of inherited status. The binding factor
upon which the survival of the tribe as a unit depends, is
the chief (Tomlinson Report: 1955, p. 2). Another strong
element holding the social fabric together is family rela-
tionship, based on the patrilineal system. Of great im-
portance is the fact that every individual, in accordance
with a system of classification of relationships, can have
several "fathers", "mothers", "brothers" and “sisters". This
fosters the formation of a large group of mutually dependent
people with mutual privileges and responsibilities.



It is -possible, therefore, that the teacher is regarded
by the pupils as a "father" or a "mother". 1In African society,
it is unthinkable that a child can have poor relations with
his or her parents. It was pointed out in chapter 2 of this
research that training and education of the young are in-
tegrated with the whole culturail system.' This research
expected to find rural pupils more favourably disposed to-
wards their teachers than urban pupils because it was expected
that the contact situation with foreign cultures in urban
areas would have disrupted the traditional patterns of re-

lationship.

6.4.2, Social and economic arrangements in African

society

The social life of the Africans has been influenced by
the operation of new economic demands as well as those of
the school and the church. The integration and utilisation

of the Africans as labourers and their consequent urbanisa-—

tion have given rise to many problems as the housing shortage
in urban areas. This migration to the towns has been de-
scribed as a natur#l economic phenomenon, comparable with

the process of urbanisation in other countries. There are,
however, basic differences between the African immigration

to the towns and the ordinary process of urbanisation. For
the Africans, urbanisation has the following implications
(Tomlinson Report: 1955, p. 102):

{(a) the relatively primitive population group is trans-
ferred to what, to them, is a highly developed
environment with a completely strange social, econcmic,

political and linguistic milieu.

(b) owing to the racial differences, and the racial laws
of the country, the Africans entering the towns are
adopted into the existing African community only (and
are not integrated into the European community as occur-

red in the case of poor whites when they underwent the



process of urbanisation). The result is that the
unstable and uncertain character of the urban African

community is thereby intensified.

(c) problems of a much wider scope are created than are
usually connected with the process of urbanisation.
The absence of class differentiation in African society might
account for the absence of tension because there is not much
need to compete. It is unnecessary to work hard in order to
achieve a higher status. The traditional African community
is characterised by a strong and active collective or com-
munity consciousness, contrasting sharply with the indivi-
dualistic outlock of western society. The community as a

whole provides social security for the individual. Mutual
aid is taken for granted. The marriage system and allied
customs have the general effect of protecting the family
from want in the event of the loss or death of the family
head. This social system ensures that the individual will
not suffer as long as the community has the means of subsis-
tence. This is a system that does not encourage great
exertion with the aﬁject of building up private wealth
{Tomlinson Report: ET 99, par. 18). This social atmosphere
‘can be expected to result in a relaxed and a favourable

relationship between people.

Whereas differences between urban and rural pupils could
be expected, this research did not reveal these. A possibic«
reason can be found in the following statement by the
Tomlinson Commission Report (1955, p. 62, par. 1 (v)):

"Social conditions arising in urban areas with a

concentrated Bantu population which has rejected
tribal tradition, but has often not yet realised
or accepted the truly western way of existence,
are strongly reflected in the tribal territories
where the traditional social pattern is adversely

affected by the constant flow of population
between the rural and the urban areas”.

As a result of the cultural background and the social
arrangements in African society, it is possible that the
disruptive influence of urbanisation has not gone so far as



to dzsrupt the 1nterpersonal relationships between individuals.

Hence, . there 'is no 81gn1f1cant difference between urban and

:rural puplls 1n thelr relat;onshlp with thelr teachers.

"3-2 ‘_ﬂf R

~-6 4 3. Recent arrlvals ln urban areas

2. Doug I?e, frna s

, The urban’ townshlps in Natal are of recent origin.
Umlaza townshlp was establlshed in 1963.

. of. Umla21 has still ties in trlbal areas’ where they keep

The

The first secondary
. Eayroira,
school was opened in 1965. A great numher of the population

. their trlbal allotments of 1and Trlbal customs, values and

. attltudes Stlll exzst in urban areas.

M1k

for the “no dlfference“ flndlng in the dlSpDSltlon of the
puplls tcwards the;r teachers in urban and rural areas.

r-,;-‘t

Thls fact may account

This

may not apply to the nucleus , of educated -trained and com-

pletely urblsed Africans who' may form the advance guard.

!1(; 1

91?E.h.e Iight of the aforego;ng explanation, it is not
surprzslng to find that there is no difference between urban

and rural, puplls ‘in thelr relatlonshlp w1th their teachers.
:,'.:c:m:i*;ic 1o (g do C

" of Seath A N i
. j;n‘“ GO"FI’T}M‘\ ;,._)) .
6.5'.-’,_ RESUME

-

L e manner ‘of analysing data was described in this

- ‘.-' -y

chapter.. It was shown that the‘)(.a test was the one suitable

for use in analysxng thlS data statistically.

A discussion

of the results was undertaken.” Each of the twenty indepen-—
dent varlables was analysed and the results were interpreted.
It was’ ‘found that there was no difference between urban and

rural rupils in their relationship with their teachers.

The

next chapter, which is the last one, will give an overview

of th;s research in the form of a summary of conclusions

_and certaln recommendatlons will be made.
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CHBAPTER 7

CONCLUS TONS AND RECOMMENDATIONS
X

7.1. INTRODUCTION

It is now necessary to recapitulate and give an overall

view of this research.

7.2. RESTATEMENT OF THE PROBLEM

The general problem that we set ocut to investigate was
the description of some_ factors which affect the gquality of

a didactic situation in African schools in the Province of
Natal. As a result of the historical development and socio-
economic conditions of African society in South Africa, a
need was felt for certain factors which affect the quality
of teaching to be identified and described. These factors
were linked up wiEh the five components of a didactic situa-
tion, namely, pupil, teacher, subject mateer, learning pro-
cess and learning environment. The main problem in African
schools is that of finding ways and means of improving the
quality of work that takes place in school so that the pupils
can be assisted to deéélop into wholesume personalities and
be able to realise their full potential. Many problems of

a sociological nature exist in African society. These have
a bearing on the pedagogical activities that take place at
school.

7.3. PURPOSE OF THE STUDY

The purpose of this study was to reveal that certain
factors influence the gquality of teaching in African schools.
It is necessary for educators and administrators of African
education to keep these in mind lest they toil in vain. For



this revelation to come out clearly, it was necessary to map

out some factors both on the macroscopic or societal level
and on the microscopic or personal level. The aim was to
prove that unless these socio-economic problems are attended
to and an attempt made at solving them, the quality of edu-
cation in African schools will remain low. Since there are
many factors that go to make up a teaching situation. one
factor, namely PUPIL-TEACHER relationship, was selected.for
empirical study. This was done from a conviction that the

essence of a teaching situation lies, in the final analysis,
in the nature and quality of the personal relationship that
exists between the pupils and their teacher. The study was,
therefore, intended to reveal whether the various sociological
and economic factors affect the quality of this relationship

significantly.

7.4. METHODS EMPLOYED IN THIS STUDY

7.4.1. sStudy of background literature

«

The literatyre studied, as shown in the references at
the end of each chapter, and the general bibliography at the
end of the whole report, was the main source of background
information related to the problem that was felt to exist.
From the study of thigs literature it was soon realised that
the scope of this problem was so wide that the investigation
had to be limited, first, to a general mapping cut of the
factors, and then a description of some factors that were
~assumed to affect the quality of teaching. The historical
background described in chapter 2 helped to explain the
origin and development of some problems that grew to affect
the quality of teaching and learning in African schools. The
main points revealed by this historical setting are that
school education for the Africans was imposed from without
by the missionaries who had the very good intention of
evangelising the non-Christians. School education in African
society did not grow from within the society itself as a



result of felt needs. A number of problems were, therefore,
inherent in this situation. These problems revealed them-
selves in a clash of cultures and value systems, and this
clash manifested itself in the curriculum, medium of instruc-

tion, financial provision for education, control and adminis-
fration of schools. The Eiselen Commissibn Report (1949 - 1951}
came as a watershed in the education of the Africans in South
Africa. It tried to reconcile the socio-economic situation

of the Africans with the administration of education.

A discussion of the social and economic problems that

formed a background to specific factors that have a hearing
on the quality of teaéhing was given in chapter 3. The social
structure of the South African population as described by
Kinloch (1972) puts the Africans at a disadvantage. The
specific factors that are found within the classroom are
described in chapter 4.

7.4.2. Empirical study

The field investigation consisted of an empirical study
of ONE FACTOR, negely pupil-teacher relationship. The re-

search design and procedure are described in chapter 5. The
interview and the questionnaire techniques were used in
gathering data: Two areas were selected from which a sample
of schools would be used for purposes ofrinterviewing their
pupils. One area was urban and the other rural. Two hundred
pupils were interviewed from each area. .During this inter-
view the pupils answered a questionnaire of Appendix 1 A.
Data collected in this way was processed by means of the

1&? test in order to determine its statistical significance.

7.4.3. Comparative method

This data was analysed and interpreted on a comparative

basis in order to find out whether there are significant

differenceé between urban and rural standard 6 and Form IIT

pupils in their relationship with their teachers.




7.5. CONCLUSIONS

7.5.1. Complexity of factors

This investigation reveals that there is a complexity

- of factors which have a bearing on what happens in a didactic
situation. These factors are related to the main components
of a didactic situation as already stated in paragraph 7.2.
It is realised that since a didactic situation is an inte-
grated whole, a multi-factor analysis can bring out a more
valid result. However, the following points which emerged

- from the present study are of interest:

7.5.2. Confirmation of the Null-hypothesis

It was found that there is no difference between urban
and rural Eggils in their relationship with their teachers.
The analysis was done from twenty different angles where one
independent environmental factor was held constant and ob-
servations made of their responses to certain factors which
were assumed to be dependent on or influenced by the factor
held constant. ™We can, therefore, conclude that as far as
" this investigation was able to reveal, the two environments

(namely urban and rural) do not significantly alter the
relationship of the children with their teaclhers,
T

7.5.3. The extent of pupil-teacher relationship

Twenty variables which might be expected to have a
‘bearing upon the teacher-pupil relationship, were analysed
in this study. In each case over 70% of the pupils were
found to be favourably disposed towards their teachers. This

result is interesting because it shows a definite trend in
pupil-teacher relationship. This is, of course, on the as-
sumption that the ten dependent variables (cf. items 2.1. to
2.10. in appendix A 1)} used in this study are valid in re-
vealing pupil-teacher relationships.



7.5.4. The pupils' responses to classroom conditions

* A great majority of pupils find school work interesting,
classroom atmosphere interesting and happy and they feel free
to discuss their problems with their teachers. -

7.5.5. The extent of punishment inflicted by teachers

This investigation revealed that teachers punish their
pupils a great deal. Babout 75% of the pupils say they are
frequently or occasionally punished by their teachers.
Nevertheless, in spite of this excessive punishment, the
majority of the pupils report that they do not fear their
teachers, and in fact, they like them.

7.5.6. General conclusion

A great majority of the pupils interviewed report that
their teachers' explanations are good. 1In fact this'investiﬂ
gation showed that there is no problem between the teachers
and their pupils. From this we may conclude that the reason
for the poor qé?lity of teaching in African schools does not
lie in the area of pupil-teacher relationship to a very sig-

. nificant extent.

7.6. RECOMMENDATIONS

Although this study was focussed upon pupil-teacher
relationships, it is recommended that the following points
revealed by this research be attended to as topics for
future investigation:

7.6.1. The pupils’ home conditions

It is necessary to find out whether the pupils' home
conditions in respect of crowdedness, noise, the gquality and
quantity of food taken at breakfast and lunch are related to
effective learning at school.



7.6.2. The parents' educational level

The relationship between parents' educational level
and the pupils' performance at school should be thoroughly ////

investigated,

- $ -
7.6.3. Parental encouragement with school work

Research should be undertaken into the effect that
parental encouragement with school work at home, arid parents'
aspirations for their children have upon the pupils' achieve-

ment in school subjects.

7.6.4. The 20 independent variables

It will be necessary to find out whether the 20 inde-
pendent variables treated in this investigation in relation
to pupil-teacher relationship have any relation to the
pupils' school achievement in school subjects.

7.6.5. Punishment

n

In a shors, discussion which followed each session with
the pupils when the questionnaire was administered, the pupils
were allowed to say anything which they did or did not like
at school. A great majority stated that sports, games.and
music were their fayourite activities. An even greater
majority stated that they did not like the manner and the |
extent to which they were punished at schosol. G.W. Miller
(1971, p. 53) states that punishment has been described by
Davis (1947) as one of the most important methods used in |
United States society to extinguish undesired habits and -
impel new behaviour, this being one of the motivators of ¢
adaptive socjialised anxiety. It is strongly recommended that
future investigations be conducted with a view to finding
cut the infiluence of punishment on school performance. It

between the harsh treatment in the classroom and the drop out

S
will be interesting to find out if there is any relationship :j
rate, for instance. ’



7.7. THE NEED FOR MORE RESEARCH

It is submitted that the present research merely drew
attention to the many factors which affect the quality of
teaching and learning in African schools. One factor,
namely, pupil-teacher relationship, was studied empirically
in order to point the way for future research. The figures
which constitute the data shown in appendixes 1 - 20 can still
be used to extract more information from which further con-
clusions can be based. This study emphasised the unity of a
pedagogic situation. Therefore, it is suggestéd that the
most significant research in this connection will have to
take into account all the relevant factors at the same time
and determine their effect on a didactic situation in African

schools.

7.8.. CONCILUSION

This iﬁvestigation can be aptly ended up by a quotation
from Morphet (1967; p. 390): ‘

-

"If relevantkéiarning is to be significantly
enhanced in r schools, effective ways will
have to be found to improve both the internal
and external environments for education. Those
involved in education must be sufficiently
perceptive and creative to find appropriate ways
of working with parents, with students and with
various organisations and agencies to improve
the standards, expectations and conditions in
the schools, in the community., and perhaps

even in the state.

—— o —— —— —— ———
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APPENDIX A, 1.
" QUESTIONNAIRE

(To be answered by schocl pupils)

You are requested to answer this quéstionnaire
HONESTLY and TRUTHFULLY. Your answers will not be
seen by your teachers and parents. You should also
not write your name anywhere on this questionnaire.
This is to ensure that your identity is not revealed,
and, therefore you need not fear to answer truthfully.
Use a tick (v) in the chosen space.

Column CODE

l. GENERAL:

. . S A S e . . S S M S . S . S AL S S . o,

7] 1.1 Place where your school is situated:
Urban .... 1
RURAL * e &9 2

8| 1.2 (Class: Standard 11 .... 1
. Standard VI .... 2

o Form III cane 3
1o 1.3 Age Between 7 and 10 years: .... 1]
Between 11 and 14 years:.... | 2
Between 15 and 17 years:.... |3
Over 17 years ....ccevean. .y
12| 1.4 Sex: BOY .+..+.. Or GIRL .4..... . 1
2
13] 1.5. Place of birth: ....cucan-. 1
A ' 2
2. PUPIL-TEACHER REIATIONSHIP:
16| 2.1 1Is the atmsophere cheerful and happy
in class?
2.1.1 Yes, always c.saee. (1]
2.1.2 Occassionally .... 2
2.1.3 Seldom .- & 5 & F o0 9w b 3

17| 2.2 Does your class teacher make classwork
interesting?

2.2.1 Yes, always ..1... ,ri]




Column

18

5]

&

B

23

S P———

|

27

28

2.4

2.5

2.6

2.7

2.2.2 Occassionally .....

2'2.3 Seldm - 8 & g as &4 e S &y

Does your teacher encourage class
discussion and let pupils feel free?
2.3.1 Yes, always ......

2,3.2 Occassionally ....

2.3.3 Seldom ....iccciaa.

Is your teacher cheerful and laughs
at the jokes made by pupils?

2.4.1 vés, always ...-eu..

2.4.2 Occassionally ......

2.4‘.3 Seldom s s s h e as s - e e

Does your teacher talk to you after

classes about problems that may be
bothering you? ’

2.5.1 Yes, alwaysS ....... -

2.5.2 Occassionally ......

2.5.3 Seldom .cacevecncnan..

Does your teacher scold and punish
yous,

2.6.1 VYes, freguently .......
2.6.2 Occassionally ........ .
2.6.3 Very seldom does ......

‘Does your teacher cause you to be

afraid to ask questions?

2.7.1 Yes, we are always afraid ....

2.7.2 Occassionally, we are afraid .

2.7.3 No, we are never afraid to
ask questions .....eceen.. e

Does your teacher have mannerisms

that irritate pupils?

2.8.1 Yes ..... ceana

2.8.2 NO .avveincuann.

Dozs your teacher explain things so

that pupils easily understand?

YES cevvanenn NO socenan..

CODE

T~




Column

29

33

34

36

37

|39

40

42

2.10 Do you like your teachers?

3.
3.1

2.10.1 Yes, very much .......
2.10.2 Yes, a little ........
2-10.3 Not at all - & 24 & & p & 2 6

PUPILS' HOME CONDITIONS:

Where do you stay?

3.1.1 I stay at my own hame ......
3.1.2 I stay with relatives ......
3.1.3 I stay with non-relatives ..

With whom do you stay?

3.2.1 With both parents all the
time 2 8 & s v e s b e s s s d s e s aae

3.2.2 With mother only .c..o..:.
3.2.3 With father only .e.vee..
3.2.4 With other relatives only

What is the name of your father's job?

CRE I I A N R I A B N

What 'i{s the name of your mother's job?

How many children (brothers & sisters)
are there at home? ...ccceenccass

Where do you study at home?

3.6.1 1In a special room used by me
only LA I IR B R I B B R R I R S

3.6.2 1In a room where there are
other people ......u....

What sort of light do you use for

studying at home?

3.7.1 Candles .......- teseue

3.7.2 Paraffin lamp «.......

3.7.3 Electricity ..........

[_

CODE

|w~.~

lwmt—-'l

PR SIS

5

L

|

| ~

N—

[~

[+l

——




Column

43

44

47

48

52

53

56

3.8

3.12

3.13

Are there people who disturb you
while you are studying?

3.8.1 Yes, frequently .........
3.8.2 Yes, occassionally ......
3.8.3 Very SeldOm .accecsccanes

Do your parents or guardians read
newspapers and books at home?

3.9.1 Yes, aily ccoececrsnccsss
3.9.2 Occassionally ...-cccc0-.
3.9.3 NEVEY .eusvecevcanccaan .o

Do your parents encourage you to do
homework and read at home?

3.10.1 Yes, frequently .......
3.10.2 Occassionally .........
3.11.3 NEVEIr ..ecencesscnssons

What is the educational level of your
parents?

3.11.1 Never been to school ........
3.11.2 Went as far as Standard II ..
=, Standard VI ..

",
vy

Secondary School ...
University ...

Is there a noise near your home?
3.12.1 'Yes, always ...... i
3.12.2 Occassionally ....

3.12.3 No, it is always quiet ....
What do YOu usually eat every morning
hefore schoal?

3.13.1 Mealie meal porridge .....
3.13.2 Bread and tea@ i(cceeccaascn
3.13.3 lLeft over from previous night .
3.13.4 Any other {(mention) ....c.....
Do you feel hungry while you are at
school? ]

3.14.1 I always feel hungry ..ececce...
3.14.2 I occassionally feel hungry ...

3.14.3 I never feel hungry ....cecece.

CODE

ulslwln] -

[

W

bltu [(N]

~




Column

57

61

62

66

67

3.15 What do you eat during lunch at

4.
4.1

school?

3.15.1 There are school meals at
my SChool .eeiievenccccces

3.15.2 I bring along my own food
from hOMe eevvecesansos-s

3.15.3 I buy from the local shop
near the school .........

3.14.4 I do not eat at all during
' Iunch at school .....veas

GOALS AND ASPTRATIONS:

When do your parents say you will
leave school?

4.1.1 After passing standard II ...
4.1.2 After passing standard VI ...

4.1.3 BAfter passing Junior Certificate
4.1.4 After getting a certificate for

a profession or trade .......
4.1.5 They 40 NOt S8Y evece-reeneenn

Wheg do you want to leave school?
4.2.1 Tmmediately cecoeceoenn. .o
4.2.2 After Standard Six ......
4.2.3 After Junior Certificate

4.2.4 After obtaining a profession
Or‘trade LR B L B I R B I IR T Y

4.2.5 I do not know yet ....... .
Where will you work when you leave
school?

4.3.1 At hOME s.vvevcnncenan

4.3.2 Near my home .........

4.3.3 Far away from home ...

What profession or trade would you
like to get when you leave school?
Labourer ..... Policeman ......
Factory worker ... NUYS€ .oevevea..
Office Clerk ..... School teacher .
Farmer............ Doctor .ci......
Carpenter ..,...... Lawyer .........
Tailor <........... Engineer .......

CODE

[l




Dressmaker ...... Bus driver ..-...
Storekeeper ..... Motor mechanic ..
Any other (mention)

- —. o S ——— — T




APPENDIX A. 2.

EXPLANATION OF THE RAW DATA PRESENTED IN APPENDIXES 1 - 20

i.

Column refers to figures shown on the left hand side
of the questionnaire items.

Code refers to figqures on the right hand side of the
questionnaire. These fiqures are used in the punching
of the cards which are used to facilitate the counting
of the frequency of responses as described in chapter 4.

I ~ refers to either the urban (Column 7, code 1) or
rural (Column 7, code 2} environments. This variable is
kept constant in all observations in the 20 tables.

IT - refers to the independent wvariable that is kept
constant in each observation of the pupils' responses
as shown in each of the 20 tables.

(a), (), (c), {(4) ~ refer to the pupils' responses to
each of the 10 dependent variables that are supposed To
indicate that the pupils are well-disposed towards their
teachers. Tﬁérefore. they are assumed to reveal good
pupil-teacher relationship.

The mean scores (X) of the pupils' responses and the
percentages of means to the total number of pupils are
calculated and recorded at the bottom of each table.
This data is then used in the text for purposes of
discussion, comparisons, compiling the'xg statistics
and the interpretation of data.



APPENDIX I

PUPILS' RESPONSES ACCORDING TO CIASS

{a)
{b)
(c)
(d)

Urban pupils who
Rural pupils who
Urban pupils who
Rural pupils who

are in

are in
are

are in

standard 6.
standard 6.
Form IIX.
Form III.

VARIABLES Column| Code (a) (b) (c) (a)
PIACE where 1 1 - 1 -
I school is 7
' situated 2 -~ 2 - 2
: 2 2 2 -~ -
IT CLASS 8
3 - - 3 3
1.1 | Atmosphere 16 |1 & 2|li00 | o8 98 97
1.2 Interest 17 l1 &2 98 38 94 93
1.3 Freedom 18 1 &2 93 92 81 82
1.4 Cheexrfulness{ 19 1& 2|} 90 | 98 83 72
1.5 Discussion 22 1 &2 76 56 52 53
1.6 Punishment 23 3l 14 16 10 12
1.7 | Fear E 24 3ll 68 | ss 66 56
1.8 Manner;;ms 27 2 76 77 58 44
1.9 Explanations| 28 L 96 92 90 8L - i
1.10 | Liking 29 1{ 87 81 48 58 t
MEAN SCORES’ x|l 79.8 79,6 68,0 64,8
TOTAL No. of Pupils n{] 100} 100 100 100 |
Percentage of X to n 79,84 79,64 68,04 64,84 |
|
KEY TO PUPILS' RESPONSES J



APPENDIX 2

PUPILS ' RESPONSES ACCORDING TO AGE

T «
VARIABLES Column| Codefl "(a) | (b) § (c) | (d) (e) | (£)
PIACE where 1l l 1 - 1 - 1 -
1 ~school is 7
" situated 2 ~ 2 - 2 - 2
2 2 2 - - -
I AGE 10 3 3 3 - -~
4 4 4
2.1 Atmosphere 16 1 & 2 74 33 94 100 30 63
2.2 | Interest 17 l1s 2l 74 321 89 | 101 | 29 | s0
2.3 Freedom %8 1l & 2 &7 32 85 9l 22 53
2.4 Cheerfulness 19 1 &2 &7 33 82 o8 25 41
; 2.5 Discussion 22 1 &2 54 16 57 63 17 31
| 2.6 | punishment | 23 3 || 12 51 11 11 1§ 12
2.7 Fear 24 3 55 29 60 71 17 44
2.8 | Mannerisms 27 2 54 28 62 66 16 28
2.9 Explanations 28 1 71 31 87 95 27 5¢
2.10 | Liking 29 1 62 25 | 58 77 | 14 | 3¢
MEAN SCORES X l59.0 |26,4 |68,5 |77,3 | 19,8 ?42
| TOTAL No. of Pupils| n |74 33 |96 104 |30 ies
g Percentage of X to n 79.7% | 80% |71,4% |74,3% | 66% ;67
KEY TO BPUPILS' RESPONSES
(a) Urban pupils in the age group 11 - 14 years
(b} Rural pupils in the age group 11 - 14 years
(c) Urban pupils in the age group 15 -~ 17 years
(d) Rural pupils in the age group 15 -~ 17 years
{e) Urban pupils in the age group over 17 years
(£} Rural pupils in the age group over 17 vears



APPENDIX 3

PUPIIS ! RESPONSES ACCORDING TC SEX

,
VARIABLES Column| Codeff (2) (b) (e} | (&)
PLACE where 1 1 - 1 -
I school is 7
situated 2 - 2 - 2
1 1 1 -~ -
II SEX 12
2 - - 2 | 2
3.1 Atmosphere 16 |1& 93 90 95 {105
3.2 Interest 17 1 & 89 a7 103 glOS
3.3 Freedom 18 1 & 76 8Q 98 : 95
3.4 Cheerfulness 19 1 & 78 77 95 94
3.5 Discussion 22 1 & 56 52 73 57
3.6 Punishment 23 3 11 14 13 14
3.7 Fear 24 3 59 67 75 77
i 3.8 Mannerisis 27 2 55 56 79 65
.3.9 Explanations 28 1 85 83 101 o8
3.10 Liking 29 1 54 69 81 70
MEAN Scores ° % |les,6 67.5 | 81,3 78,0
TOTAL No. of Pupils n 95 92 105 108
Percentage of X to n 69,05% | 73,4%{ 77.4%|72,2% -

(a)
(b)
{c)
(@}

Urban pupils
Rural pupils
Urban pupils
Rural pupils

KEY TO PUPILS' RESPONSES

who are
who are
who are
who are

males
males
females

females

- [
o ——



APPENDIX 4

PUPILS' RESPONSES ACCORDING TO PIACE OF BIRTH

VARIABLES Column i Codei (a) . (b) {c) : (@)
i PLACE where } 1 g 1 - 1 -
I l school is 7 % ; - ) B "
i situated P2 !
- | PIACE OF ' s 1 |! 1 ! S ~
_; BIRTH * oz - -1 2 2
4.1 | Atmosphere | 16 i1 &2 41 | 88 | 157 | 107
4.2 | Interest | 17 12} 41 | 86 | 151 | 106
4.3 | Freedom 18 1 2] 37 79 | 137 95
4.4 Cheerfulness{ 19 1 & 2§ 36 79 ‘2 137 92
4.5 | Discussion 22 j1s&2 27 as | 101 60
4.6 i Punishment 23 | 3 i 18 16 | 22 12
4.7 {7Fear S 24 5 3 % 30 69 104 75
{28 | Mannerisms™ | 27 | 2 f 28 61 | 106 60
| 4.9 | Explanations| 28 _E 1 a1 81 i 145 100
;74.10 ! Liking 29 ¢ 1} 25 63 | 1lo 70
=====================£_—____ﬁ;_____________
i | MEAN SCORES E X f 32,4 67,71117,0) 77,7 !
2 5 TOTAL No. of Pupils ' n | 43 90 157 110
. Percentage of X to n 75 ,3% 75.2%{74,5% 70, 6%
KEY TO PUPIIS'!' RESPONSES

(a) Urban pupils

(k) Rural pupils
(c¢) Urban pupils
(d} Rural pupils

who were born within the area
who were born within the area
who were born without the area
who were born without the area



APPENDIX 5

PUPTLS' RESPONSES ACCORDING TO PIACE OF RESIDENCE

VARIABLES Column| Code (a) (b) () (4)
| PIACE where 1 1 - 1 - |
I school is 7
situated 2 - 2 - 2
l — -—
TI PIACE COF 33 1 L ]
RES IDENCE > < all - - 12a3] 283 |
i 5.1 Atmosphere 16 1 & 2} 175 121 23 74 ;
5.2 Interest 17 1 &2 169 119 23 73
5.3 Freedom 18 1 & 21} 152 114 22 61
5.4 Cheerfulness 19 1 & 2f] 154 1lo0 19 61
5.5 Discussion 22 1l & 2§ 112 73 16 36
5.6 Punishment 23 3 22 20 2 8
5.7 Fear ., 24 3 122 88 12 56
5.8 Mannerisms 27 2 118 8l 16 40
5.9 Explanations 28 1 166 109 20 72
5.10| Liking 29 1 117 89 18 50
MEAN SCORES X 130,7}] 92,4 | 17.1 53,1
TOTAL No. of Pupils n 177 123 23 77
Percentage of X ton 73,8%| 75,1%) 74,3%] e69%

(a)
(b)
{c)
(a)

KEY TO PUPILS' RESPONSES

Urban pupils who stay
Rural pupils who stay
Urban pupils who stay
Rural pupils who stay

at their own homes
at their own homes
away from their homes

away from their homes



APPENDIX 6

PUPILS' RESPONSES ACCORDING TO PEOPLE WITH WHOM THE

PUPILS STAY

VARIABLES Column | Code (é) (b) {c) (d)
PIACE where 1 1 - 1 -
I school is 7

situated 2 - 2 - 2.

PEQOPLE with la2fl &2l &2 - -
IT whom RESPON- 34

DENT stay 3& 4 - - 3&4 |3&4
6.1 | Atmosphere ie 1&2 167 132 31 63
6.2 Interaest 17 1 &2 163 126 31 63
6.3 | Freedom 18 1&2p 147 | 120 } 27 55 E
6.4 | Cheerfulness 19 1& 2{f 147 116 26 58
6.5 Discussion 22 1&2 111 71 17 38
6.6 Punishment 23 3 18 20 6 8
6.7 Fear ~ . 24 3 112 a5 22 49
6.8 Mannerisms 27 2 115 127 19 38
6.9 | Explanations 28 1 159 119 27 €2
6.10! Liking ‘29 1 115 90 20 63

MEAN SCORES X T125,4 101,6 | 22,6 50,7

TOTAL No. of Pupils n 169 133 31 €7

Percentage of X to n |74,2% [76.,4% | 72,9% | 75,7%

(a)
(b)
(c)
(4)

KEY TO PUPILS' RESPONSES

Urban pupils
Rural pupils
Urban pupils
Rural pupils

who stay with either one or both parents
who stay with either one or both parents
who stay with other relatives
who stay with other relatives



APPENDIX 7
PUPILS' RESPONSES ACCORDING TQ NUMBER OF SIBLINGS AT
' HOME
i ,
VARIABLES Column{ Code i{ (a) {v) (c) (4)
i
PLACE where 1 1 ~ 1 -
I school is 7
situated 2 ~ 2 - 2
T Number of ' 30 l&2yla&2]1é&2 - -
SIBLINGS 3§ - - 3 3
———— _—-——_.
—_— jm::_____ﬁ
7.1 | Atmosphere 16 1& 2§ 74 52 124 143
7.2 Interest 17 1l &2 74 50 118 142
7.3 Freedom 18 1 &2y 69 -47 105 128
7.4 Cheerfulness 19 l & 2 63 49 110 l22
7.5 Discussion 22 1 &2 48 26 80 83
7.6 Punishment. 23 3 13 7 11 21
7.7 Fear o 24 3 49 41 85 103
718 Mannerisms 27 2 51 34 83 87
7.9 | Explanations 28 1 71 48 115 133
7.10] Liking 29 1 51 39 84 100
MEAN SCORES X 56,3 39,3 91,5 106,2
TOTAL No. of Pupils n 76 52 124 148
Percentage of X to n i 74,08% 75,6% | 73,8%f 71,8%
KEY TO PUPILS' RESPONSES
(a) Urban piapils who have up to 3 siblings at home
(b) Rural pupils who have up to 3 siblings at home
(¢} Urban pupils who have 4 or more siblings
(d) Rural pupils who have 4 or more siblings




APPENDIX 8

PUPILS ' RESPONSES ACCORDING TO PARENTS' OCCUPATION

7
VARTABLES column | Code || (a) (b) (c) (a}
PIACE where 14 1 - 1 -
I school is 7 :
situated 2 . ~ 2 - 7 2
PARENTS ' 36 14 1 {1 - -
™1 occuraTIon o ; ]
(8] 37 2 . — - 2 : 2.
8.1 | Atmosphere 16 1 & 2] 36 20 162 « 175
1 . '
8.2 Interest 17 1 &2 35 19 i 157 173
8.3 | Freedom 18 1&2) 30 17 : 144 ! 158
8.4 Cheerfulness 19 l1 &2 31 15 143 156
8.5 Discussion 22 1&2 26 1o 102 99
8.6 Punishment 23 3 3 4 21 24
8.7 | Fear 24 3 29 15 105 | 129
5.8 Mannerisms 27 2 25 12 108 113
8.9 | Explanations 28 1 35 18 150 164
8.10| Liking 29 1 24 17 ilo 122
MEAN SCORES X 27,4 (14,7 120,2 | 131,3
TOTAL No. of Pupils n 36 20 164 180
Percentage of X to n 76,1% {73.5% [(73,3% | 72,9%
KEY TO PUPILS' RESPONSES
{(a} Urban pupils whose parents do skilled work

{(b)
(c)
(d)

Rural pupils
Urban pupils
Rural pupils

whose parents do
whose parents do
whose parents do

skilled work

unskilled work
unskilled work




APPENDIX

9

.PUPILS' RESPONSES ACCORDING TO PIACE OF STUDY AT HOME

VARIABLES Column| code || (a) (b) (c) (4}
PIACE where 1 1 - 1 -
I school is 7
situated 2 - 2 - 2
PIACE of 1 1 1 - -
IY STUDY at 40
Home 2 ~ - 2 2
9.1 Atmosphere 16 1l & 111 85 87 110
!9.2 | Interest 17 |1 & 110 84 82 | 108
© 9.3 | Freedom 18 |1 & 103 .79 72 86
9.4 Cheerfulness 19 1 & 100 72 73 99
9.5 Discussion 22 11 & 74 47 54 62
9.6 | Punishment 23 3 fI 15 13 9 15
9.7 | Pear o] 2a 3 82 62 52 82
9.8 Mannerisms 27 2 81 54 53 67
9.9 Explanations 28 1 103 81 77 . 100
9.10| Liking 29 1 84 65 51 74
MEAN SCORES X 86,9 64,2 61 80,3
TOTAL No. of Pupils n 112 87 88 113
Percentage of X to n F’ 77.6% |73,8% | 69,3% | 71,1%
KEY TO PUPILS' RESPONSES
{(a) Urban pupils who study in their own rooms at home
(b) Rural pupils who study in their own rooms at home

(c)
(a)

Urban pupils who study in a common room at home

Rural pupils who study in

a common room at home

s — .



APPENDIX 10

PUPILS ' RESPONSES ACCORDING TO TYPE OF LIGHT USED
FOR STUDY
v ol
VARIABLES Column| Code || (a) (b) (c) (d)
! :
PLACE where R S| - 1) -
I school is s 7 T
situated | 2 & -~ 2 - 2
Type of LIGHT! 3 3 3 - -
II used for . 42
study | la2 - ~ 1& 2] 1&2
10.1 .| Atmosphere 16 l&a2 12 16 185 181
10.2 Interest 17 1L &2 12 15 179 178
10.3 Freedomn 18 1 &2 11 15 163 163
lo.4 Cheerfulness 19 1 &2 10 16 163 156
1o0.5 Discussion 22 1L & 2 9 6 132 102
10.6 | Punishment, | 23 3 o 3 25 23
l1o.7 Fear 24 3 10 14 125 126
10.8 | Mannerisms 27 2 0 o) 120 107
10.9 Explanations 28 1 [ 13 16 170 163
10.10| Liking 29 1 9 12 125 125
MEAN SCORES X | 8,6 11,3 (138,7 | 132,4
TOTAL No. of Pupils n |14 16 186 la4q
Percentage of X to n . 61,4%| 70.6% |74.6% | 71.9%
KEY TO PUPILS' RESPONSES
{a) Urban pupils who use good light for study at home
(b) Rural pupils who use good light for study at home
(c) Urban pupils who use poor light for study at kome
(d) Rural pupils who use poor light for study at home



APPENDIX 11

PUPILS' RESPONSES ACCORDING TO NOISE OR_DISTURBANCE

! VARIABLES j!(:clumn Code : (a)” (b) (c) (d)
' PLACE where | i b - 1 - !
R ¢ school is ! 7 ‘ |
i situated ; 2 - 2 - 2
: NOISY or H la2fl&2{1&2 - -
l 1 QUIET 3 22 3 - _ 3 3
! 11.1 | Atmosphere | 16 | 1 & 2)| 165 | 143 34 52
11.2 Interest 17 1 &2 161 141 32 51
11.3 Freedom 18 l1& 2 145 130 31 47
11.4 | Cheerfulness 19 1 & 2l 148 123 25 45
11.5 | Discussion 22 | 1 & 2| 107 84 20 25
11.6 | Punishment 23 3 22 | 110 ' 2 5
11.7 | Fear N 24 3 112 | 108 , 22 37
11.8 Mannerisms K 27 2 107 a7 E 27 34
11.9 | Explanations | 28 1 152 | 132 | 33 a8
11.10! Liking 29 1 109 98 27 41
MEAN SCORES X ) 122,8f 115,8 | 25,3 | 38,5
'TOTAL No. of Pupils n 165 146 P35 54 |
Percentage of X to n ; 74 ,4%| 79,3% ; 72,3%] 71,3%

{a)
(b}
(c)
(d)

Urban pupils
Rural pupils
Urban pupils
Rural pupils

KEY TO PUPILS' RESPONSES

whose homes are quiet

whose homes are quiet

who are disturbed by noise at home
who are disturbed by noise at home

. ——————

S S



APPENDIX 12

PUPILS' RESPONSES ACCORDING TO THE AVATIABILITY OF

READING MATERIAL AT HOME

VARIABLES Column| Code (a) (b) (c) (a)
PIACE where 1 1 - 1 -
I school is 7
situated 2 - 2 - 2
' Availability l&2f l&a2 L&2 - -
IT . of reading 44 _

material 3 | - L== - 3 3

12.1 Atmosphe;é 16 Agz & i% 188 161 11 34

12.2 Interest 17 1 &2 182 159 11 33

12.3 Freedom 18 l &2 l64 146 10 28

12.4 Cheerfulness 19 1&2 166 143 10 28

12.5 Discussion 22 1 &2 120 93 7 13

12.6 | Punishment , 23 3 23 23 2 5

12.7 Fear 24 3 127 121 7 23

12.8 Mannerisms 27 2 123 103 7 16

_ 12.9 Explanations 28 1 177 149 11 31

12.10| Liking 29 1 128 | 119 8 21
MEAN SCORES X 1]139,8 | 121,7 8,4 23,2

TOTAL No. of Pupils ] n 189 166 11 34

Percentage of X to n !73,9% 73,3% [76.4% | 68B,2%

(a}
(b)
(c}
(d)

XEY TO PUPILS' RESPONSES

Urban pupils
Rural pupils
Urban pupils
Rural pupils

who have reading material at home
who have reading material at home
who DO NOT have reading material at home
who DO NOT have reading material at home



PUPILS' RESPONSES ACCORDING TO ENCOURAGEMENT BY

APPENDIX 13

PARENTS
VARIABLES Columnj Code ! (a) (b) (c) (@ |
PLACE where ) B 1 - 1 -
1 school is 7 :
situated 2 - 2 - 2
¥
Pupil En- )
couragement 1 &2 6& 211 & 2 - - l
IX X 47 !
with Home- [
work 3 4 - - 3 3 |
S T — #
13.1 Atmosphere 16 18521 191 172 6 24
13.2 Interest 17 1 & 2% 186 168 6 24 .
13.3 Freedom 18 1& 2 171 155 3 20
13.4 | Cheerfulness| 19 |1% 2} 168 | 150 5 21
13.5 Discussion 22 1 &2 124 97 3 9 :
13.6 Punishment 23 3 24 25 o 4 :
13.7 Fear 24 3 f 129 125 4 17
13.8 Mannerigms 27 2 ' 141 110 4 11
13.9 Explanations| 28 1§ 181 159 5 23
13.10 | Liking 29 | 1 133 | 124 | 2 15
MEAN SCORES X 144,8{ 115,1 3,8 16,8 ,
)
TOTAL No. of Pupils n 194 174 6 2€ ;
Percentage of X to n 74,6%] 66,1% 63.3% 64,6%l

(2)
(b)
(c)
(d)

KEY TO PUPILS' RESPONSES

who

are encouraged by their parents.

Urban pupils
Rural pupils
Urban pupils
Rural pupils

who
who

who

are

are

are

encouraged by their parents.
NOT encouraged by their parents.
NOT encouraged by their parents.



APPENDIX 14

PUPILS' RESPONSES ACCORDING TO THE EDUCATIONAL LEVEL

KEY TO PUPILS' RESPCNSES

OF PARENTS .
VARIABLES Column{ Code ; (a) (b) (c) ()
1
PIACE where 1 1 - 1 -
1 s¢chool is 7 >
situated 2 - 2 - 2
: Fducational 1,2,3{l1,2,311,2,3 - -
: 1T level of 14 -
Parents 4,5 - - 4 5 5144&5
14.1 |Atmosphere 16 1 & 24 91 122 107 75
14.2 | Interest 17 1 & 2| 88 119 104 75
14.3 | Freedom 18 1& 2 76 | 114 98 | 63
14.4 %Cheerfulness 19 1& 21 79 106 84 | 67
14.5 | biscussion 22 1& 2l 62 70 66 44
14.6 | punishment - 23 3 9 22 14 6
14.7 | Fear ™ 24 3 52 a5 81 | s9
14.8 | Manperisms 27 2 57 69 77 | a6 | (
14.9 Explanations 28 1 33 111 102 E 70
14.10 | Liking 29 1 65 84 71 | 54
MEAN SCORES i X 66,2 | 90,2 80,4 ’ 55,9 :
TOTAL No. of Pupils | n 92 123 108 ! 77 !
Percentage of X to njﬁ 71.9% (73.3% | 74.4% | 72, 6% ;

{2} Urban pupils whose parents' educational level is not

beyond

(b) Rural pupils whose parents' educational level is not
beyond the primary school.

{c} Urban pupils whose parents' educational level is the
secondary school

the primary school. i

or above.

(@) Rural pupils whose parents' educational level is the
secondary school or above.



APPENDIX 15

PUPILS' RESPONSES ACCORDING TO THE AVAIILABILITY

OF BREAKFAST

VARIABLES Column| Code (a) l () 2 (c) (d)
: . -
PLACE where 1 b1 - 1 -
I school is 7 =
situated 2 L - 2 - 2
Availability 1,2,341,2,3 | 1,2,3 - -
II of 53 : : .
BREAKFAST 4 - - 4 4
15.1 {Atmosphere 16 |1 & 2 186 178 14 17
15.2 Interest 17 1&2 178 ;74 14 18
15.3 | Freedom 18 |1 & 2| 161 158 13 17
15.4 | Cheerfulness 19 |1& 2] 162 | 154 11 17
15.5 | Discussion 22 11 & 2f 119 97 10 11
. 1
15.6 | Punishment 23 3 24 27 o} 1
15.7 Fear 24 3 | 125 130 | 9 13 ‘
' 15.8 | Mannerisms. 27 2 121 | 114 11 7
' 15.9 |Explanations 28 | 1 170 | 164 14 18 |
} 15.10 | Liking 29 1 126 130 10 8
MEAN SCORES X 137,21} 132,6 | 10,6 12,7
TOTAL No. of Pupils n {186 182 |14 18
| percentage of X to n |{73.8% 72,9% | 75,7% 70,6% |
KEY TO_PUPILS' RESPONSES
(2) Urban pupils who take some breakfast in the morning.
(b) Rural pupils who take some breakfast in the morning.
(c) Urban pupils who take NO breakfast in the morning.
(d) Rural pupils who take NO breakfast in the morning.



PUPILS ' RESPONSES ACCORDING TO THE AVAILABILITY

APPENDIX 16

OF LUNCH
VARIABLES Column| Code (a) (b) {c) (d)
PLACE where 1 1 - 1 -
I school is 7
situated 2 - 2 - 2
Availability 1,2,3011,2,3}1,2,3 - -
1T of 57
LUNCH 4 - ~ 4 4
16.1 Atmosphere 16 |1 & 2] 199 168 1 25
16.2 Interest 17 |1 & 2 192 166 1 25
16.3 Freedom 18 {1 & 2)f 175 154 1 20
16.4 Cheerfulness 19 |1 & 2| 174 146 1 24
16.5 Discussion 22 1 &2 128 95 1 11
16.6 |Punishment. 23 3 25 23 o 4
16.7 |Fear e 24 3 136 | 118 o 22
l6.8 Mannerisms 27 2 138 57 o 20
16.9 |Explanations 28 1 185 156 1 23
16.10 | Liking "~ 29 1 135 116 1 21
MEAN SCORES X 148,7 { 123,9 | 0,7 19,5
TOTAL No. of Pupils n 199 173 1 27
Percentage of X to n 74,7% | 71,6% | 70% 72.24
KEY TO PUPILS' RESPONSES

(a)
(b)
(c)
(a)

Urban papils
Rural pupils
Urban pupils
Rural pupils

who have lunch at school

who have lunch at school
who DO NOT have lunch at school
whoe DO NOT hawve lunch at school



APPENDIX 17

pPUPILS' RESPONSES ACCORDING TO THE EXPERIENCE OF

HUNGER AT SCHOOL

VARIABLES Column | Code i| {(a) (b) (c) (d)
PLACE where 1 1 - 1 -
I school is 7
situated 2 - 2 - 2
1 &2 & 211 &2 - -
II |HUNGER 56
3 ! - - 3 3
17.1 } Atmosphere 16 l1&2 177 169 22 25
17.2 | Interest 17 18 2 170 " 1l68 22 23
17.3 jFreedom 18 l1& 2 152 154 21 21
17.4 |Cheerfulness 19 1 & 2 154 151 19 20
17.5 |Discussion - 22 |1 & 2§ 112 96 15 10
'17.6 }Punishment~,, 23 3 ) 2 24 3 3
17.7 | Pear 24 123 13 19
17.8 jMannerigms 27 101l 14 18
17.9 |Explanations .28 154 20 25
]
17.10|Liking 29 120 - 20 18 !
——-:m&
MEAN SCORES 126 16,9 | 18,21
TOTAL No. of Pupils 175 22 25
3 Percentage of X to n H73,3% 72% 76,8% 72.,8%
"KEY TO PUPILS' RESPONSES
(a) Urban pupils who sometimes experience HUNGER at school
(b) Rural pupils who sometimes experience HUNGER at school
(¢) Urban pupils who NEVER experience HUNGER at school
{d) Rural pupils who NEVER experience HUNGER at school



APPENDIX 18

PUPILS' RESPONSES ACCORDING TO PARENTS'’

ASPIRATIONS FOR THIER CHILDREN

(c)
(a)

Rural pupils

whose parents have

VARIABLES Column | Code -} (a) (b) (c) (a)
; . PLACE where 1 _ 1 - 1 -
I !school is 7 ;
ésituated P 2 ' - g - 2
II  PARENTS' | 4 4 4 - -
‘ IAspirations 6l
i : 1.2.3 - -~ 1.2.3 1.2,3
18.1 {Atmosphere 16 1 & 2 | 122 133 10 23
18.2 i{Interest 17 l &2 120 133 8 22 l
18.3 |Freedom 18 1& 2 113 | 120 6 20
18.4 [Cheerfulness | 19 |1 & 2 | 118 | 115 8 21
18.5 {Discussion 22 1 &2 85 80 7 10
18.6 (Punishment 23 3 16 19 o 3
18.7 |Fear " 24 3 87 98 7 17
18.8" |Mannerisms 27 2 85 74 5 18
18.9 {Explanations 28 1 120 122 10 22
18.10]Liking 29 ° 1 89 95 7 18
MEAN SCORES X 95.5 | 98,9 6,8 17.4
TOTAL No. of Pupils n 128 137 10 24_j
Porcentage of X to n [ 74,6%] 72.2% 6?% 72, éi
KEY TO PUPILS' RESPONSES
(a) Urban pupils whose parents have high aspirations for them
(b) Rural pupils whose parents have high aspirations for them

Urban pupils whose parents have low aspirations for them

low aspirations for them

SRR AT e




APPENDIX 19

PUPILS' RESPONSES ACCORDING TO PUPILS' OWN

ASPIRATIONS
! .
VARIABLES Column | Code f (a) (b) (c) (a)
PLACE where 1 o1 - 1 -
I school is 7 -
situated 2 ) - 2 - 2
I1 PUPILS' OWN a | a 4 - -
ASPIRATIONS 62 :
1,2,3 - - 11213 lr2t3
19.1 | Atmosphere 16 1& : 142 i3t 8 11
19.2 Interest 17 1l & i 139 131 z 8 _11
19.3 | Freedom 18 1 & 125 115 7 11
19.4 | Cheerfulness 19 1 & 124 113 & ? 12
19.5 | Discussion 22 j1a& 2§ 100 71 7§ 8
19.6 | Punishment | 23 3 16 18 3 | s
. i
19.7 | Fear 24 3 | 100 93 5 ; 11
19.8 Mannerisms 27 2 94 79 & .! 11
19.9 | Explanations| 28 1} 133 | 119 8 ! 11
19.10] Liking 29 1 |l o3 91 8 ; 11
'
MEAN SCORES X | 106.6] 96,1 6.8 | 10,2
TOTAL No. of Pupils n | 145 | 133 a | 12 i
Percentage of X to n 73,5%] 72,33 85% 85% i
1 »
KEY TO PUPILS' RESPONSES
(a) Urban pupils whose own aspirations are high
(b) Rural pupils whose own aspirations are high
(c) Urban pupils whose aspirations are low

(d)

Rural pupils whose

aspirations are low




APPENDIX 20

PUPILS' RESPONSES ACCORDING TO PUPILS' DESIRED

CAREERS
VARIABLES Column | Code d (a} (b) (c) (4)
PLACE where X ﬂ 1 - 1 -
I school 1is 7

situated 2 u - 2 - 2

PUPILS' 1 1 1 - -
Ir desired 67

careers 2,3.4 - - 2,3,4 2,3,4
20.1 ] Atmosphere 16 1& 2101170 147 27 48
20,2 Interest 17 1& 24167 145 24 47
20.3 Freedom 18 1 & 21151 132 22 43
20.4 Cheerfulness 19 1 & 2|j152 128 21 43
20.5 | Discussion 22 1 & 2114 75 13 34
20.6 Puni shment ;_ 23 3 18 20 6 8
20,7 Fear 24 3 115 104 18 40
20.8 | Mannerisms. 27 2 115 93 18 28
20.9 | Explanations 28 1 ; 160 135 25 46
20.10] Liking 29 1 jlus 103 15 | 36

MEAN SCORES X 128 108,2 18,9} 37,3

TOTAL No. of Pupils n 173 150 27 50

Percentage of X to n 73,9% | 72,1% ] 70% | 74, ¢

{a)
(b)
(c)
(q)

KEY TO PUPILS' RESPONSES

Urban pupils who
Rural pupils who

Rural pupils who desire

desire

desire

Urban pupils who desire to pursue

to
to
to

pursue

a
a
pursue a
a

pursue

professional career

professional career

skilled trade
skilled trade
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A SUMMARY OF THE COMPUTATION OFx:?'

N (Jap - Bcl - §
FORMUTA : ‘)(.2 = af = 1
(p + B) (c+D}) (A +cC) (B + D)
Hypothesis ?t? Significance
{cf 4.7.4) Ievel
1 (a) 0,0197 not significant
() Class 0.1085 not significant
2 (a) 00,0522 not significant
(p) Boe 10,0980 not significant
(e) 0,0065 not significant
3 (a) 0, 2400 not significant
(p) 5 0,5140 not significant
4 (a) 0,039%0 not significant
(b) Place o,3180 not significant
5 (a} . 0,0133 not significant
(b) Residence -, 0,0550 not significant
6 (a}) 0,0918 not significant
{(b) People 0,0018 not significant
7 (a) _ 0,00024 not significant
(b) Siblings 0,5680 not significant
8 (a) 0,0112 not significant
(b) Occupation 0,0023 not significant
9 {(a) Place of '0,2060 not significant
(b) study 0,0127 not significant
10 (a) 0,0499 not significant
(b) Light 0,2020 not significant
11 {a) 0,7810 not significant
{b) Noise 00,0194 not significant
12 (a) Reading 0,000037 nog significant
(b) material 0,0177 not significant




13 {(a) Encourage- | 2,7900 not significant
{(b) ment 0,1712 not significant
14 (a) Parents® 0,0483 not significant
educational i
(b) Jovel 0,0125 not significant
15 (a) | 0,0061 not significant
(py PBreskfast | 5 0056 not significant
16 (a) 0,3100 not significant
(p) Iunch 1,1818 not significant
17 (a) 0,0213 not significant
(p) Hunger 0, 0048 not significant
18 {(a)} Aspirations| O0,0937 not significant
(b) of parents 00,0229 not significant
19 (a) Pupils® own| O0,0102 not significant
(b) aspirations 0,4085 not significant
20 (a) Desired 00,0620 not significant
(b) careers 0,0270 not significant
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SUMMARY

1. OUTLINE

The investigator feltperturbed by the apparent lack of
guality in African schools. This absence of quality revealed
itself in such manifestations as high drop-out rates, high
failure rates and the apparent lack of proof that pupils who
had gone through school actually benefitted from their

schooling.

1t became clear to the investigator that there must be
scme factors which influence or determine the quality of a
didactic situation in the environmental situation in which
the African pupils find themselves. This problem is described
in chapter 1.

"In order to understand the nature of the problem, it
became necessary to sketch briefly the historical development
of African education in Natal, and to relate all this to the
present socioiéhonomic conditions under which the African

people live. This is done in chapters 2 and 3. The factors
which are assumed to have a bearing on the quality of teaching
are dealt with in chapters 3 and 4.

~

2. METHOD OF INVESTIGATION

From these factors, one factor, namely PUPIL-TEACHER

relationship, was chosen for empirical study. A question-~
naire designed to reveal the pupils' disposition towards their
teachers was administered to a sample of 400 pupils, half of

whom were from rural schools and the other half from urban
scheols. The pupils’ résponses are tabulated in juxtaposi-
ticn in chapter 5. A statistical analysis of data using the
chi-square test is presented in chapter 6 in order to test
the significance of the differences between the urban and
the rural environments.




3. FRINCIPAL FINDINGS OF THE INVESTIGATION

3.1.

3.3.

3.6.

3'-10.

The factors described in this research point to the
necessity of carrying cut more research that will reveal
the areas which require attention in the administration of
African schools in order to improve the quality of teaching.

There is no difference between urban and rural
pupils in their disposition towards their teachers.

Most pupils report that the atmosphere in their
classrooms is usually cheerful, and the lessons

are interesting.

Pupils receive a lot of punishment from their
teachers, but inspite of this, pupils report that
they like their teachers. However, secondary school
pupils report less liking for their teachers and
they are more irritated by the teacher's mannerisms.

Girls seem to be more favourably disposed towards
their teachers than boys.

A great majority of pupils have 4 or more siblings
at home.

A great majority of the pupils' parents in both
rural and urban areas, do unskilled work.

Many pupils use poor light for studying at home.

There is always a noise around the place in which
they study. Most pupils study in a room where
there are other people.

Most pupils have breakfast in the morning and
lunch at school, but many report that they expe-
rience hunger at school,

Most pupils have high aspirations for themselves
and they desire a professional career.
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OPSOMMING

1. OMLYNING

Die ondersoeker is begaan oor die uiterlik waarneembare gebrek
aan kwaliteit in Bantoeskole. Hierdie gebrek het aan die lig gekom

in verskynsels soos ' hoE koers in skoolverlating, en ho& persen-
tasie druipelinge en ook die algemene gebrek aan bewyse dat die leexr-
linge wat wel hul skool-loopbaan voltooi het, werklik uit hul op-
leiding baat gevin& het.

Dit het vir die ondersoeker duidelik geword dat daar sekere fak-
tore is wat die kwaliteit van ' didaktiese situasie in die omgewings-
toestand waarin die swart leerlinge hulle bevind, belInvlced of be-
paal. Hierdie probleem word in Hoofstuk 1 bespreek.

Ten einde die aard van die probleem te begryp. was dit nodig om
kortliks die historiese ontwikkeling van Bantoe-onderwys in Natal
_te skets en om al hierdie feite in verband te bring met die sosia-
ekoncmiese toestande waaronder die Bantoe lewe. Hierdie saak word
in Hoofstukke 2 en 3 behandel. Die faktore wat blykens die onder-
soek invloed uitocefen op die kwaliteit van onderrig, word in Hoof-
stukke 3 en 4 toegeiig.

1

2. METODE VAN ONDERSOEK

Uit hierdie faktore, is een faktor, naamlik die verhouding
Ieerling-Onderwyser, uitgekies vir empiriese studie. ™ Vraelys wat
beplan is om die verhouding van die leerlinge teencor hulle. leér-

kragte vas te stel, is aan h monstergroep van 400 leerlinge voorge-
1&. Die helfte van die leerlinge het uit stedelike gebiede en die
ander helfte uit plattelandse skole gekom. Die antwoorde van die
leerlinge is teenoor mekaar gerangskik in Hoofstuk 5. '™ Statistie-
se ontleding van die gegewens wat met toepassing van die "chi-kwadraab
~toets" gemaak is, word in Hoofstuk € verstrek ten einde die betekenis
van die verskille tussen die stedelike en plattelandse omgewings te
toets.

3. HOOFBEVINDINGE UIT...ecewuns../
190/¢- -e e 8es
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3. HOOFBEVINDINGE UIT DIE ONDERSOEK

3.1

3.4

3.5

Daar is geen verskil tussen stedelike en plattelandse leer-
linge t.oc.v. hul gesindheid jeens hul onderwysers nie.

Die meeste leerlinge rapporteer dat die gees in hul klas-

kamers gewoonlik aangenaam en die lesse boeiend is.

Ieerlinge word dikwels deur hul onderwysers gestraf, maar
ten spyte daarvan verklaar die leerlinge dat hulle van hul
onderwysers hou. Sekondére skoolleerlinge sé egter dat
hulle minder van hul onderwysers hou en meer deur die onder-

wySer se manniérismes geirriteer word.

Meisies toon blykbaar 'n gunstiger gesindheid jeens hul on-

derwysers as seuns.

'n Groot meerderheid leerlinge het vier of meer broers of

susters tuis.

n Groot meerderheid van die leerlinge se ouers in sowel ste-
delike as plattelandse gebiede doen ongeskoolde werk.

e,

Baie leerlinge gebruik swak lig vir studie tuis.

Daar is altyd geraas rondom hulle en die meeste leerling
studeer in ' vertrek waar daar ander aanwesig is.

Die meeste leerlinge eet ontbyt tuis en die middagete by die
skool, maar M groot aantal rapporteer dat hulle by die skool
honger bly.

Die meeste leerlinge het ho& aspirasies vir hulself en ver-
lang m professionele loopbaan.

Die faktore wat in hierdie ondersoek beskrywe word, dui op

die noodsaaklikheid van verdere ondersoeke wat op hul beurt die

terreine
toeskole

sal openbaar wat aandag verg in die administrasie van Ban-
ten einde die gehalte van die onderrig te verbeter.

J dc Jde de e e de de ke ke
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